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ABSTRACT

A study of computers and the teaching of English as a Foreign Language (EEL) in
Japanese universities was designed to look at interrelations of technology and teachers'
theories in these contexts. A review of the literature on technology and education
concludes that technology is often given a purposive role in formulating change.
However, instead of focusing on the effects of technology, it is argued that technology is
better seen as indicative of other purposes. Connections to changing employment
opportunities, skills, relations of professionals within the university, as well as problems
and issues in teaching and learning with computers, lead to a conceptualization of risk in
the teaching approaches in this study.
In recent years, Japanese universities face increasing competition for a declining
population of students. The financial pressures are concomitant with changes impinging
on Japanese universities. These include the first attempts at on-line education in Japan,
the need to reduce costs, initiatives from the central government to reform higher
education, and demands for new skills.
The primary source of data in this study were 14 in-depth interviews with
experienced university English teachers who used computers frequently in teaching. A
second source was a reflective journal of the author's teaching in a computer classroom
for two years. Themes in the data were analyzed and linked to sociological theories of
risk. Two strands of risk-oriented theories reviewed. Beck's risk society and Foucault's
govemmentality, were used to hypothesize simplified approaches to risk, one that is
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ethical and another that is strategic. Both approaches help explain ambivalences in the
pattern of responses in the interview data. How these teachers value the skills of
computing in English as necessary but at the same time express reservations for the
isolating tendencies of using computers in teaching is an example.
The results show that risk is useful in explaining ambivalences while pointing to
the need for further research to understand how computing is becoming part of the
educational equipment of more and more teaching contexts in Japanese universities and
how risk as strategy and ethics opens up possibilities for increased understanding of
computers and education.
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Chapter 1
INTRODUCTION
The research described in this dissertation explores the uses and purposes of
integrating computers with the teaching of English in university education in Japan. The
object of study went through a number of revisions as the project progressed from idea to
pilot research to the research described here. This is the result of a growing perception
from the literature review on technology and education (Chapter 2) that many of those
writing on these themes have placed a heavy emphasis on the effects and results of new
literacies and skills for future employment in the information age. Informally put, this
can be summed up in the notion that technology is here and what are educators going to
do with it to keep up with the times? While I address the questions of new literacies
(Chapter 2) and essential skills (Chapter 4), both of these rationales for introducing
technology are tenuous and fraught with unresolved complexities. Technology itself, as a
harbinger of the way things will be in the future, often captures the lead role. Teachers
are either positioned as early innovators or reluctant adopters. I decided that I could be,
probably am, both at the same time, interested in whether pedagogical practice might be
renewed with the resources that computers can bring to teaching and learning, but
suspicious of seduction by the merely novel. Probably it is position shared by more than
a few. Many of the teachers I interviewed would seem to support both roles.
One of the goals of research in cutting a path through history and biography, to
paraphrase the oft-cited challenge of Mills (1959), is to utilize both imagination and a
degree of skepticism about the new, the necessary, and in this case, the re-forming tools
of technology. I am not only arguing that the hyperbole of the revolutionary changes
stenuning from advances in technology should be left to the market place where it is
properly critiqued in a political economy of the information society (Castells, 1996,
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1998) which would further focus on the production, consumption and manufacturing of
needs. These analyses of technology do surface throughout this paper, as well as in the
data, but it's almost passe to have to remind ourselves of them. Occasionally they have
been captured in the public imagination by phrases such as "appropriate" or "democratic"
technology, yet we often assume that those things will take care of themselves.
My goal has been more modest and that is to challenge the technology
"independence assumption" (Bruce, 1996). This assumption suggests that the realms of
the technical and the social context are independent and that the engine of technology
drives the social or, less acknowledged but equally worth challenging, that the social
drives the technology. These assumptions have been addressed by many, particularly in
Science and Technology Studies (STS hereafter) but often appear to be the Medusa of our
time. Yet a study of technology and education which is both theoretical and contingent in
respect to the technical is a challenging task. I will be partly satisfied if I haven't lapsed
into the usual way of thinking about causes and effects. Is it that for so long we have
come to expect that greater knowledge and advances in technical possibilities imply
either greater social control or freedom, but not both at the same time? Either the
technology has gone too far and humans need to reassert control or we have allowed
ourselves to change to fit its promise. But if both are true, then critique and prior
experiential knowledge both appear as wan shadows of their more usual stature in the
worlds of research and teaching because they keep trailing their domains of interest.
From different perspectives, recent work in social science confronts the possiblity that
knowledge and fragility (Stehr, 2001) or knowledge and uncertainty (Nowomy, et al.,
2001) are not necessarily or always mutually inconsistent.
In Chapter 2,1 review themes of technology and education; literacy and
technology, educational technology, computer-assisted language learning and technology

14

viewed as changing education. In each case, I find the relationship between technology
and education has leaned heavily toward independent and modular analysis, although
there is evidence that some research is moving in the direction of accepting notions of
indeterminancy of technology in the relationship with education.
Due to the inadequacy of the polar dualism of technology and education exhibited
I much of the literature, I turn to the concept of risk in Chapter 3 reviewing a number of
different approaches, starting with technical risk assessment, the risk society of Beck and
others, and the Foucauhian inspired research looking at institutional techniques of
governing. It is, I argue, through risk that we can understand some of the missing links in
the technology/education relationship.
In Chapter 4,1 review the reforms, starting in the 1980s, in educational policy in
both the U.S. and Japan and then move to a more general discussion of changing
employment, work and skills. At this juncture I try to integrate the previous chapters'
discussion to incorporate the three areas of technology, risk and education as a basis for
the research that is described in the latter half of this work.
In the rest of Chapter 1,1 begin to fill in some of the contextual clues that provide
a background to this research which is primarily focused on a set of in-depth interviews
with English language teachers in Japanese universities who use computers.

Discussion of the Areas of Smdv

There are a number of nested areas, language teaching, computers and education
described in the following pages. Specifically, the research focuses on the teaching and
learning of English or EFL (English as a Foreign Language) in Japan.' It is

' EFL is usually contrasted with ESL (English as a Second Language) although the
distinctions are not entirely watertight. I refer both to the teaching and learning of
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contextual ized in the form of university education in Japan, so it is also a study of higher
education and the accelerating crisis that is occurring there, which can be partly ascribed
to global conditions, as well as those much more local in nature. It is focused on the
reflections of those involved in teaching, as they strive to learn a new form of
pedagogical practice - however it takes as problematic whether or not the forms are
actually that new.
The gestation of the various concepts that I wanted to cover has taken more than
four years. My first interview for a pilot study was conducted in spring of 1997. Since
that time, I have frequently wondered what besides the number of nested dimensions
should characterize this study. As I refined my questions from the pilot study, I decided
to include areas that had been left out and attempt to make the study more
comprehensive. This presents both problems and challenges, as anyone who undertakes
research is aware. There seemed to be numerous directions that the study could take. I
had early on ruled out looking at students in any real sense, in terms of what they were
doing in computer classrooms, how they conceptualized using computers, or whether
their English or computer skills improved. These are all important questions but ones
that I needed to step away from because I had already decided to look at a number of
other dimensions. Another important focus of my interest early on can be roughly
summarized as teacher knowledge. This can be seen in several different ways, from
narrative, highly contextualized life stories of the individuals I was to interview, to much
more focus on categories of knowledge, on bridging the gap between theory and practice
or accounting for pedagogical knowledge. Moreover, I could have also focused on
technical knowledge of teaching, not simply best practices, for example, but focusing
more on observation than I did.
English in general (and not EFL and ESL), and EFL and ESL to refer to the textbook
industry or the profession.
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Although I will describe it in more detail in the chapter on methodology, I think it
is important to offer a sort of disclosure at the outset, to understand my relation to this
study and something about its reflexivity. As I set out to do this study, 1 was also a
novice at using computers. Though I had been using a computer for personal purposes
since 1992,1 had taught only on an very limited basis (perhaps ten class periods) in a
computer classroom before I decided on the topic of this dissertation.
When I was hired for my present job in Japan (which started in 1996), 1 was asked
at my interview by the then-Dean if I had any reservations about using technology in the
classroom since my faculty (gakubu) ^ had invested in brand new facilities and that
teaching (language) with computers would be an important part of the curriculum. It is
hard to imagine what kind of answer, other than a reassuring "no," would be possible in
such circumstances, assuming one were not truly morally opposed to computers.
Early in my graduate studies (which commenced af^er the job had been promised
but before I actually started working), I took an elective, out-of-department course in
computer applications, partly because I wanted to get a jump-start on what I might be
able to do, as a teacher with computers. I learned how to use Power Point and a few other
things, including cognitive learning theory from a text that was oriented toward linkages
with technology, and have never used either the skill or the content again. I am not using
this story to criticize the course per se, only to indicate what I think may be a very
common experience. It corresponds quite well in fact to what I found in my research to
be a recurring stoiy about how some of my respondents began to use computers. In short,
they felt that there was a compelling necessity to educate themselves about applications
of computers, as somewhere, some time in the near future, those skills would come in
handy in their professional duties, either for teaching or just not to fall behind. I
^ In Japan the word faculty is the common English translation for what in the U.S. is
conmionly referred to as a department and will used hereafter.
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apologize to the reader for the three uses of indexical italicizations in this paragraph but I
think it is important to highlight even at this early point in my discussion the normalcy
with which these terms are used and the circularity that mutually reinforces their appeal.
I need to note that there was, of course, another group of my respondents who related
their interest in the tinkering aspect of computers and they often were individuals who
started using a computer in the early 1980s or thereabouts. So I want to stress that not
everyone started the way 1 did, nor should I get too far ahead of myself here in describing
the research.
In some ways this yearning to be up to speed may be only a variation on the
familiar story of consumption of technology: the need to keep up with the neighbors they have two cars, we need two cars, they have color TV, we want color TVs. In other
ways, it does represent, in a more complex manner, the disciplining power that the future
has. The complexity of this problem, the future, is illustrated not only by popular
obsession with books about mega-trends and futurology, but also the subtle ways in
which the future is used as promise and threat and layered into discourse in obsequiously
presentist notions, retaining their ethically futurist justifications. If we consider this for a
moment, we realize that the future is always uncertain; it is the one part of our life that is
open to the possibility of change, even if the degree of uncertainty is controlled to
varying extents. A computer can be said to foreclose on the future in a way that brings
uncertainty out of the realm of the unknowable and into the realm of the more likely, the
merely possible, and the calculably risky.
Writing from radically different perspectives, different authors have explored this
notion. For example, cultural critics, whom one imagines would have little to agree
about, articulate the idea of the computer creating risk. Perkinson (1996) argues that the
quantification of risks through computer calculations has led to reiflcation of risks.
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making them more credible. Because we have become "risk-averse," we have lost the
capacity to experiment and grow. We can no longer stand critical reflection. Talbott
(1995) on the other hand, in a book titled The Future Does Not Compute, argues that we
must see the risk of having become ''homo computandis,"' as the computer embodies the
past, the logic of "previously calculated questions or heuristics." Both authors mobilize
the conception of risk to state their claims about what computers have done or are doing
to us, and although I find the claims in both cases overly sweeping, I am struck by the
strategy of using risk to talk about humanity by way of computers.
However, this can be more than simply a strategy toward knowledge production,
as these polemics can be viewed alternatively as axiological statements related to what
should be of value. And this is where computers seem to open to us a virtual Pandora's
box as we try to assess what is human and what is machine, what the interrelationship is,
and what we want to create and control from and through the interface. Risk and control
are both indexed by the functions of computers. "Risk assessment serves as an implicit
ethics." (Levidow, 1995, cited in Barry, 1999, p. 163). Risk calculations, in other words,
by their nature, ascribe value to future probabilities, in some cases eliminating the
uncertain from the equation, in others trying to balance it with the necessity to make
decisions in the here and now. Strategy and ethics, then, are two very different stances of
evaluating the present, yet each with a time dimension trailing into the future.

Technology. Dualism and Other Approaches

As I recall other inspirations by which I was drawn to writing about technology
and education, about a "tum to technology," I am reminded of the article by Woolgar
(1991) which bears this title. While I would not go as far as he does in describing
technology as text (through and through), I certainly agree about there being a on-going
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necessity to ask what we mean when we use the word technology. Does it stand in for
something else, for some things about which we thereby avoid reflexivity?
By attempting to explain technology, we are in danger of explaining it away, precisely in
the sense that technology becomes an object disengaged from the author and subject only
to 'social forces' apparently removed from the world of the analyst.
(Woolgar, 1991, p. 43)
And so I looked at other 'objects' for this study as well; I was intrigued by the
idea of critical approaches to computers and education. As this constitutes a part of a
chapter in itself, I will not elaborate greatly here; however I decided at some point that a
single study could only describe all the possible critical approaches with difficulty. Were
one to look at the critical sociology of computers and education, the list of possible
targets of critique slowly proliferates until nearly everything computer and computermediated can be included. How would that be connected to author and subject? It is not
as if there are not well-argued essays of this type, such as Gur-Ze'ev's (2000) overview
of the hard and soft cyber-optimists, some of whom are even known in other guises as
critical educators (Peters and Lankshear, 1996, for example). His claim, although slightly
overextended, is that computer education is an "advanced nihilistic normalising"
education that removes the possibility of dialogue. Could this serve as the basis for a set
of interviews?
At a time when I started this project, it seemed very typical to divide the world
between the Utopians and the dystopians and then seize the middle ground wath a
presupposed anti-essentialist approach which awkwardly runs aground, when it is time to
conclude, "as just one more version of technicism hooked into structuration theory."
(Grint and Woolgar, 1997, p. 23) Presumably, we are past those days, even though the
Utopians and dystopians still battle on and their chroniclers continue to write about them

in these terms. Yet, the enduring duality of redemption and loss in tales of technology
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seems difficult to move beyond.
In a recent publication, for example, Kenway (2001), who has been writing about
these themes for some years, rehashes the numerous clusters of positions in these two
camps. They are not really camps at ail since very few would articulate all of these
claims together. On the Utopian side, there are claims about the Internet and the many-tomany communication, how subordinated groups are empowered to "rewrite their
identities," the challenge to the established mass media, the possibilities for new forms of
participatory democracy and socioeconomic organization, the ease with which identity
can be re-created, the freedom of "disembodiment," and even the building of community.
On the dystopic side, the claims consist of possibilities of increased surveillance,
increased barriers along the old dividing lines of gender, class, and race, the problem of
law and rights in uncharted (unchartable?) territory, the commercialization of the
Internet, the problems of cross-cultural (mis)communication, psychological burdens and
anxiety (pp. 154-161).
There are several problems with such an approach, one that seeks to divide much
of the work relating technology to the social, and identify it as either as booster or as
doomster (Bigum and Kenway, 1998). First, it is hard to see what is not contained on
either side of the equation; community and democracy often wind up on both sides, not
surprisingly. The dichotomies of positive and negative work to prevent us from other
kinds of sense-making of the "effects" of the technology. Better yet, and I am not being
original in saying so, maybe we should not be looking at effects only. As already noted
above, a second and stronger objection is to the difficulty of pulling apart the technology
from its embeddeness in the social. The two domains, if we call them that, do not exist in
some rarefied form in which if we can simply modulate the aspects, positive or negative
in one of the domains, we can create a better fit. Yet that is what we sometimes do
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nonetheless. What else should we do? A third problem with such an analysis is that the
claims are often made (if they are worth serious consideration) in a given contextualized
time and space. In Kenway's (2001) article, for example, many of the references are
from 1994 and 1995, so we lose track of the historicity of the specific aspects which were
being addressed by a given piece of research or theory. By saying ail of this, I do not
mean that technology is beyond critique - to the contrary, it is just the overwhelming
normativity of analysis that is woven into the discourses of the computer revolution (both
the positive and negative versions) that erases the "double life" (e.g. more freedom and
more control) of a technology such as the computer and obscures the much more
mundane reconstitution strategies that eventually battle for the meaning of the
"revolution" (Pfaffenberger, 1988).
It is sometimes difficult to know how much progress has been made in theorizing
about technology, whether it is the object of study as in Winner's (1977) landmark study
of "autonomous technology," or a means for studying other things, such as studies
looking at the use of technology in classrooms. The same, or at least similar, claims are
made generation after generation, only the technology changing, from radio to television
to computer (and others in between; Cuban, 1986). An added pitfall is well expressed in
Graham's (1999, p. I) philosophical essay on the internet, "anyone who undertakes to
write about it in a reflective vein, however, must accept that both the technology and its
use are sure to alter considerably even while such reflection is taking place." It is not an
uncommon feeling to come away from each of these books (and many others) feeling we
have been here before; what is it that makes us come back to the same compelling
narrative of escape through technology, either as transcendence or as denial and loss of
some quintessential nature? This may be partly why some suggest that a powerful way to
look at the relational value of technology is to view it as religion or magic (Noble, 1997b;
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Stahl, 1995).
As another possibility for study, at one point I considered the notion of ideology
in and through computers. Ideology critique has diversified in distinction to its somewhat
standard Marxist interpretive slant as false consciousness. For example, Bourdieu (1991,
p. 106) has called this problem in social sciences, having "a theory of the theory effect
which, by helping to impose a more or less authorized way of seeing the social world,
helps to construct the reality of that world." Or from another perspective, one could
describe ideology as the set of "lived relations." As Eagleton (1990, p. 27) has written,
"theory is just human activity bending back upon itself, constrained into a new kind of
self-reflexivity. And in absorbing this self-reflexivity, the activity itself will be
transformed."
Ideology's main value can also be as an "indirect indicator," since the critique
itself reveals values and decisions about ideology.^ However ideology and subsequent
critique is more useful for singular codes of reason, policy documents for example (which
in fact, I will do a little of in Chapter 4) and less useful for complex and heterogeneous
individual identities of people, with whom one expects to interact.
Metaphoric language seemed another likely possibility for study and I came
across some examples in the data analysis. I was also particularly struck in my readings
across the field of technology, computers and society, by the impressive citation and
analysis that could be made of even a single metaphor, such as the Luddite disavowal
which typically precedes a balanced form of technology critique. Apple's (1998, p. 332)
discussion of the "hidden effects" of technology is a good example;

^In differentiating a typology of five different kinds (scientific/rational, immanent
critique, deconstruction, argument from effects, and counter-ideology), a critique
therefore can be seen as saying as much about its author as it does about its object, and
thus is less suspect as a disingenuous technique (Burbules, 199S).
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My discussion here has not been aimed at making us all neo-Luddites, people who go out
and smash the machines that threaten our jobs or our children. The new technology is
here. It will not go away... We should be very clear about whether the future it promises
to our teachers and students is real, not fictitious.
Here we can see the elements of the critique from realism. A future that is already here is
contrasted with a future that can still be used as a device to rouse action toward some yet
unspecified goal. In contrast to what Apple seems to imply, I argue that each of these
futures has a reality and a construction. Whose technology? Whose "here"? Whose
promise?
Gozzi (1999) argues that the computer is a source of metaphor par excellence
since it has so few "intrinsic" qualities. It has undergone changes from the mainframe to
the desktop to the laptop. Computers are sometimes thought of interchangeably with
chips. Are today's cars computers? Are today's telephones? Computers are described
using brain metaphors, intelligence, memory, language. Cyberspace and the internet, of
course, have their own set of metaphors as anyone is aware of Language changing as
technology changes is a common theme in writing about the computer; for example, is it
e-mail or email?"* Who invented snail mail? Because the internet and other computer
metaphors are relatively new, and the technology is not yet stable, the metaphors help
define the way they are used (Wyatt, 2000). The embeddedness of the socio-cultural in
apparent in questions like, "Do you have a computer?" and "Are you online?" which
presuppose fairly stable notions for many people, but may not necessarily be the same 10
years from now (Standish, 2000, p. 151). If it is the case that metaphoric language
proliferates around computers and computing, then by using language to investigate
computers, clarity may be that much more difficult to certify.
Each of these themes (critical approaches, ideology critique, metaphors) has some
^ I will utilize the terms, email and internet (not capitalized), except when quoting others.
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bearing on what I have researched in this project, although they are not what was, in the
end, central. Ultimately, none of them seemed to me to capture what I wanted to
describe. While I do not believe that they are simply "not-complex-enough" stances or
textually ambivalent tools to view the social construction of technology, I think each has
its limitations. The first two I will look at in chapter 2 on technology and education,
while the third I initally explored in looking at the data but eventually I decided there
were not enough "buzzwords"^ to make an explicit focus on metaphor fruitful. So let me
return to how I framed this study at the outset and explicate briefly what each of these
areas is composed of.
Each of these areas will be investigated more closely in succeeding chapters but
my purpose here is to begin to fill in some of the shading, so that as 1 deal with each area
in turn, the reader can have a better idea of what other aspects are being drawn together.
The areas are as follows; I sketch a location, that of university education in Japan; I
discuss several views toward technology, already partially disclosed above; I limit the
field of study to applied linguistics and computer education with the specific application
to the field of EFL research and teaching; and finally I propose the use of analysis with a
metaphorical and polysemous tool (Boholm, 1996) that can be simplified to the word
risk, but which, in its multiple uses, accomplishes different tasks.

Japan as a Site for the Research
In the following section, I sketch a picture of the particular aspects of Japanese
education, Japanese universities, and the enterprise of English language teaching and
learning in Japan to account for the background of the particular type of study I have
undertaken. Some related features I will continue in Chapter 4 in which I will look at
^ This was a word used by two of the respondents (#2 and #8) to talk about some of the
themes surrounding uses of the computer for a faculty he was part of
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specific developments related to technology, employment and education in Japan.
However, here at least I want to conjure up the climate that exists in higher education
professions and institutions at the start of the 21st century. For some years now, an
important statistic has been appearing in discussion of education in Japan; rather it is set
of statistics, those that relate the decline in the numbers of Japanese bom to the numbers
students who are educated at various levels in school. In one of its most common forms,
this is expressed in the statement that by the year 2009 the number of university
applicants will equal the number of spaces available in all universities in Japan (Choy,
1999). Recent newspaper articles have made it clear (Daily Yomiuri, 6/29/00, Hani,
2001) that some universities around Japan are already failing to fill their annual target
quotas of incoming students (which are set by Monbugakushou, the Ministry of
Education, Culture, Sports, Science and Technology). ^ While the combined quota
numbers for all students in the most recent year was 420,000, a total of 480,000 enrolled.
This over-enrollment is accounted for by the practice of some universities still taking
numbers over their quotas, a practice which may be curtailed in coming years. In the
current academic year, beginning in 2001 (the fiscal and academic year in Japan runs
from April 1 to March 31), however 58.5% of junior colleges and 28.2% of universities
were unable to fill their quotas. The shortages in enrolments were most acute in rural
areas such as Shikoku and Chugoku.
On the other hand the number of universities has risen from a total of 168 shortly
af^er World War 11 to a cunent total of649. There are, in addition, 572 junior colleges,
making Japan arguably the 2nd biggest higher education system in the world after the

® In 2001, the Ministry of Education, Cultitfe, Sports, Science and Technology was
consolidated from the previous Ministry of Education, Sports, Science and Culture,
hereafter abbreviated to MOE and the Science and Technology Agency
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U.S7 There is some ambiguity in the projections of many universities (especially junior
colleges) closing their doors in the coming years while the overall number of universities
(i.e. new universities being approved) is rising.
The impending shortages in students are attributable to two factors. First, there is
a sharp drop in the number of young people in Japan from an all-time high of 2.05
million 18-year-olds in 1992 to a projection of 1.2 million in 2009 (Fujimura-Fanselow,
1997; Nagao, 2000; Yamamoto, et al., 2000). There is a well-documented contradiction
in the answers that surveyors receive from women who, as a whole, want to marry and
have two children, and the continuing rise in the average marrying age and consequent
decline in family size as women either choose careers over marriiige or at the least delay
child-rearing until they are older. In 1999, the birthrate per woman of child-bearing age
dropped to a new low of 1.34 children per woman due to the problems of lack of support
for working mothers, lack of child-care, inadequate parental leave, and inflexible work
hours (Schoppa, 2001).
Moreover, other ways of increasing enrollments have proved to be only
marginally helpful. There is, for example, the target of 100,000 foreign students set some
years ago by the MOE.® When Prime Minister Nakasone first promoted this goal in
^ Comparable numbers across higher educational systems are diffrcult to compare and
assess due to different institutional arrangements. According to The Encyclopedia of
Higher Education, (Clark and Neave, 1992) the four largest student populations in higher
education were in the U.S., India, China, and Japan with 12.7,4.2, 3.9, and 2.5 million
students respectively. These numbers are based on eiu'olments in different years from
1987-1989. In terms of higher education institutions, the U.S. is again the leader with
more than 3500 while Japan is second with slightly more than 1000 and China a distant
third with just over 600. In terms of proportional representation of students to total
population, Stehr(2001, p. 88) provides an interesting table, using data from 1993 that
shows Canada and the U.S. leading the world, with Japan coming ahead of some
European countries (e.g. Germany and the U.K) but behind others (e.g. France and
Spain).
® This discussion is drawn from the following: Asahi Evening News, 1/4/01; Daily
Yomiuri, 1/13/99; Masaki, 2000; Nagoya, 2000; Ono, 1999.
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1983, the number of foreign students was just over 10,000 and it rose steadily until the
burst of the economic bubble in 1992. In 1993 it peaked at 53,847 students and has only
recently started to rise again reaching 64,011 in 2000. The govemment has, in the past 2
years, started increasing the number of scholarships from the current 500 to 11,000,
providing low-interest loans, creating residential facilities, and encouraging more course
offerings in English. However, other problems, in addition to the persistent economic
malaise, continue to limit the number of students coming to Japan. Japanese language
proficiency is only slowly becoming a targeted policy by the govemment, which for the
first time (in 2001) plans to hold a TOEFL-like Japanese test. Of the 14,000 students
who graduate aimuaily, only approximately 2400 of them find jobs and remain in Japan.
Putting the overall student figure in perspective, in 1999, foreign students composed
1.5% of the total of all students in higher education in Japan while in the U.S., Germany,
and Britain, the percentages are approximately 6%, 8% and
17% respectively.^
In the meantime, other kinds of ventures with on-line education are just beginning
to make their appearance in Japan. An internet-based correspondence school opened in
April 2000 in Saitama, with an educational focus on health and welfare (Aikyo, 2000;
The Japan Times, 4/12/00). Other universities have begun to establish new faculties
utilizing technology as an organizing concept, of which Waseda University's Graduate
School of Global Information and Telecommunication Studies is an example (The Japan

^ Cross-national comparisons can be somewhat misleading, however, as a simple
comparison, Australia (A) had only 7,131 self-supporting foreign students in 1987 while
Japan (J) had 17,702. The corresponding figures for the following years are; 1988: A
21,128, J 20,549; 1989: A 32,198, J 25,852; 1990: A 47,882, J 35,360; 1991: A 47,882,
J 38,775; 1992: A 52,540, J 41,804; 1993: A 63,013, J 44,783; 1994: A 69,819,
J 45,577. These statistics are fi*om Smart and Ang (1996) and Atagi (1996:207).
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Times, 7/7/00). It has certainly been the case for at least the past five years that new
faculties and universities have appropriated the most appealing names from popular fields
of new interest. Words like international, cultural, ecology, and, of course, information
and communication, are common additions as universities appeal to students and students
try to discern the future employability prospects of a program they might attend.
It should be made clear that, in all likelihood, the elite universities will have less
difficulties in the future as all universities simply lower their standards accordingly on
entrance examinations to gamer their share of applicants, while the lowest prestige
institutions are left with little but deficits in their targeted number of students. From
experience, I can say that the ranking of the university and even of the individual faculty
within a university, calculated on the basis of many factors (one of them being the ratio
of exam entrance applicants to accepted students) by the private tutoring associations
(known as juku) is an essential component of a university's ability to attract students.
And it is in tiun based on the ability to attract students, since a university that does not fill
its quota or has other deviations no longer is as highly promoted to its clients by these
organizations.
In the globalized context of higher education, as already exemplified in the
worldwide tracking and competition for international students, there are some very
general trends in which Japanese universities are subject to similar pressures as in other
countries. However, as the above discussion has described, there is a very specific
calculation that drives many of the changes being discussed in Japanese universities,
namely the threat of falling enrollments, coupled with the decline in consequent standards
of entering students, however measured. Disucssions of the provision of remedial
education are becoming more common both in the popular media and within institutions
as the standards of incoming students decline. This has triggered all kind of discussions
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of new institutional arrangements that even five years ago were almost unknown, from
the forming of consortia and pooling of teaching resources, to greater academic-corporate
linkages for advanced research, to student, faculty and unit exchanges. Not surprisingly
the average professor finds him or herself carrying out more committee work, even as
many already felt over-burdened prior to the most recent developments in competition
between universities. As Ehara (1998) points out, however, it is important to make a
distinction here between private and national universities. In the private universities
there tends to be considerably more committee work on average. However, govenunent
policy appears to be pushing national universities to differentiate themselves and there is
speculation this 'freedom' will come at the expense of less financial support from the
center. At this point, it is necessary to truncate the discussion here in order to continue
elaborating on my conceptual framework in more detail.

Anti-Essentialist Studies of Technoloyv
The view of technology I am utilizing will be addressed in more detail in Chapter
2. However, I will say just a little more at the outset. I fiilly share the view that
technology is socially shaped (MacKenzie and Wajcman, 1999). This is a view of
technology that is anti-essentialist and looks to explain sociotechnical objects and
processes from a perspective that highlights as many of the different factors as possible. I
utilize the tool of constructivism without being overenamored of it, in other words,
tuming everything into text. I agree with Grint and Woolgar that anti- or postessentialism is hard work, and it is easy to end up with tortured languages, scare quotes,
"monster units of analysis," like the cyborg (1997, pp. 114-5) for example; I also think
that there is not necessarily a "failure of nerve " on the part of some who are less
constructivist. There is something very valuable in such work that disturbs the normal
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vision, but there is also value in bringing the analysis down to a workable clarity,
however provisional.
There are many useful philosophical approaches to technology in recent work
which since they are not central to this study can not all be reviewed here. However I
make mention of several since they provide a reference point for some of the more
focused discussion of technology and education in Chapter 2. Some open up, in different
ways, the notion of the "fetishization of technology," (Feenberg, 1999, pp. 210-13), that
is, the overemphasis on fimctionality which "insures a clean separation" between
purposeful human agent and pre-structured object.
From another point of view, I think "pragmatechnics," based on Deweyan
philosophy, as outlined by Hickman (2000) also helps in framing possible approaches to
view technology. Attesting and contesting, critique in other words, is not always enough;
we must be willing to become instrumental at key stages.

Applied Linguistics and English Language Education
Applied linguistics and its relation to one of the applications of its knowledge,
language teaching and learning, is a field that often exhibits a kind of identity crisis.
While there are similar conflicts in many disciplines between those who, broadly
speaking, favor the experimental and those who favor the interpretive, alternative
approaches in applied linguistics are worth mentioning at the outset. Some are historical,
some are related to a personality split in the discipline, which is neither linguistics, with
its scientific cache, nor simply teaching language with its practical dimensions. After all,
many who consider themselves as applied linguists are spread across departments of
languages, education, anthropology, and others. One branch of the discipline initially
was influenced by behavioristic models of learning with emphasis, for example, on
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applied audiolingual methods, in language teaching, up through the 1960s. The move
toward meaning-based pedagogy and communicative approaches in the 1970s established
a hegemonic theoretical base, which even so continues to breed its own versions, in
miniature, of the experimental/interpretation divide. As with so many other
oversimplified 'development" stories, this division is not meant to deny that individuals
spill across the boundaries. But as the grid in Figure 1 attempts to show, there are at least
two important dimensions by which theories of language teaching and learning can be
divided. Other names for the descriptors might be possible for example, psychological
might be individual, and social might be community, experimental might be positivist or
post-positivist while interpretive might be hermeneutic and so forth.

experimental

psychological

social

interpretive

Figure 1.1 Views of Language Learning in Second/Foreign Language Education
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The figure is posited as heuristic device and is not meant to gloss over rather
complex debates within the field. Admittedly the divide between social and
psychological (often individual) is more than a little complicated by some types of
psychological theories (e.g. sociocognitive or Vygotskian-inspired) which bring data and
methods from the social and the psychological together. However, some of the more
strident debates about theories may be viewed from this perspective.
I would argue that many of the mainstream approaches in applied linguistics and
language acquisition have been centered in the upper right quadrant. That is, they have
focused on looking at psychological processes while attempting to measure incrementally
the causes, effects and relations of memory, retention, input, output and a host of other
individualized interactions with language. One of Stephen Krashen's signal contributions
to the field of applied linguistics in the 1980s was to open an area of discussion in a
direction away from the upper right quadrant, an interpretive approach or one that is more
open to social settings and contexts.
Task-based language learning emerged in the 1990s to try to assimilate the two
dimensions (on both axes) but there are still significant fissures which appear
occasionally between those who link the study of language with a particular theory of
language and those who study language and look for connections in either its social or
interpretive dimensions. The social of applied linguistics have been discussed by some
authors but it's still the case that many journals publish largely experimental types of
research papers. I would argue that this also has had a negative effect on the
development of CALL, or Computer-Assisted Language Learning, in Chapter 2 since
sociocultural research is less apparent in general and underrepresented in the CALL
research more specifically.

33

A Brief [ntroduction to Risk
So now I return to the notions of computing and risk. I explore this topic in depth
in both Chapter 3 and 4, first specifically in relation to social theory and then computers
and secondly by looking at the relational aspects of computers to education.
A detailed analysis of the concept of risk is provided in chapter 3, but perhaps I
can at least say here what drove me to investigate and adopt what at first glance may
seem to be a rather pessimistic framework. One thing that struck me in my data was the
recurring notion of ambivalence that many of my respondents reveal in their answers to
the questions. I was aware that many sociologists have been theorizing about the
"runaway world" (Giddens, 2000) for some time now and debating how globalization is
or is not changing institutions around the globe. However, this is not the kind of study
that could easily point to those kinds of larger totalizing processes; it has neither an
appropriate scope or a topical focus, although much could have been said about the
spread of English as an international language and its agents (including myself). Since it
is the case that we gain our means of living through this diffusion of the international
language, EFL teachers are perhaps important witnesses of the kind of runaway processes
that are near to the globalization theorists' projects. Not a little could be said about the
life trajectory of EFL teachers in Japan, the insider/outsider status that many aspire to,
attain or reject. I have written more about this in the data analysis of Chapter 4 and 5 but
in the end it has not been the main or even a substantial focus. Certainly a lot more could
be said about the walls in Japanese universities between the language teachers and the
disciplinary specialists (Poole, 2000). Law (1995) has provided a heuristic for looking at
these divisions with particular reference to English language education, arguing that EFL
teaching is normatively divided into the native speaker professor who communicates and
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is encouraged to make the language enjoyable and the Japanese professor who lectures
utilizing translation {yakudoku, also see Gorsuch, 2001) and grammatical explanation. A
point of entry for focus on computer education in English would be to see how this
distinction holds up.
I do analyze this at some level, but I have been more interested in a targeted kind
of analysis of practice, one that explores the questions of education and technology and
their relations to institutions in which they are practiced and how the purposes of use are
perceived. Thus the problem seems to fall between the practices, the institutions, and the
individual sense-making of that amalgamation.
The ambivalence, as we shall see, is not of an overwhelmingly pessimistic kind.
It is, for some, a vacillating sensibility and it can be expressed, as Bauman does, with the
term unsicherheit (insecurity). But Bauman also notes that the German term squeezes in
two additional concepts not available to the English term, and taken together the three are
insecure security, uncertain certainty, and unsafe safety (1999, pp. 16-48). However, this
is an arsenal, when perhaps a smaller tool can do the job as well.
The advantage of the use of risk is that it has been explored from so many
different dimensions and it has some roots in the work of Beck and as an outgrowth of
Foucaults's govemmentality perspective. While there are major differences, some say
irreconcilable ones, about how these projects proceed, I think ultimately both Beck and
Foucault are relatively optimistic, or to use the old adage, pessimist in intellect, optimist
in will. The Hegelian bias in Beck and the anti-Hegelian in Foucault, which otherwise
clash, can be brought together on this point at least.
Chapter 2 will explore technology and education in more detail. Chapter 3 will
focus on risk. Chapter 4 will bring together various discussions of educational reform
education for future employment and return to a discussion of risk in computer education.
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Chapters 5 and 6 present the methodology, and data and analysis from my study. Chapter
7 is the conclusion.
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Chapter 2
TECHNOLOGY AND EDUCATION
Introdtigtign
This chapter presents an overview of themes which I will draw on for the research
in this dissertation. I investigate the relationship between technology and education by
looking at a number of different ways that the two have been coupled. It would be
impossible to adequately survey more than even a portion of what has been written about
technology and education. To give but two examples, John Dewey had already written
extensively about these terms in the early part of the last century, writings that are still
very much relevant to certain questions today. Writing at about the same time, Lev
Vygotsky used the mediating capacities of tool use to explore psychological development
that many fmd extremely relevant to education even 70 years later.
What I attempt to do in this chapter is to highlight how the concept of technology
has come to be understood for the most part as something that is outside of education and
is added on. The result of such pragmatic simplification has been, in many cases,
unhelpful to understand how best to approach question of technology in education. This
is because, as 1 show below, technology is often presented as a take it or leave it
proposition. And those in education who don't 'take it' are then assumed to be
antediluvian. But a closer inspection shows that there are significant problems in the
relationship between technology and education which are not explained by viewing them
as separate categories. It may be obvious that technology becomes normalized, for
example blackboards and calculators are not normally thought of as technologies these
days. But this implies that it is all a question of tools and how we use them, another
inadequate position. The challenge, as I noted at the outset, is to retain the ambivalence
that characterizes the technological interface with human action (education in this
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context) and yet try to find some generalizable qualities of a particular problem of
technology in education.

I will cover the following topics in the rest of the chapter; an

introduction which includes ways of looking at the question of what technology is; a
discussion of the concepts of literacy in relation to technology and computers; a historical
but brief look at the relation of technology and education otherwise called educational
technology; an overview of the use of computers in language teaching, also referred to as
computer-assisted language learning (CALL); a discussion of how technology is viewed
as changing education, in particular higher education, and also a discussion that
incorporates recent analysis of developments in Japan; and Anally a concluding summary.

How to Look for Technologv
Writing and research about the two key terms of this chapter, technology and
education, can be said to be expanding nearly as fast as it is possible to take account of
their intertwined connections. When I started my research, the literature seemed to be
large but manageable. Now, a comprehensive synthesis may become more and more
difficult to manage. I do not mean that technology and education, in their intertwined
realizations, will stop being used as constructs by which researchers, teachers, and the
general public create understanding, particularly about their interactions with computers
or information and communications technologies (hereafter ICTs).' But in the process of
becoming normalized, technology does disappear, in the sense that it becomes
unremarkable (Bruce and Hogan,l998).
It seems safe to say that the majority of readers would accept the basic premise

' I use the acronym ICT, which is more common in the U.K., instead of IT (information
technology) which is more usual in the U.S. and Japan, because I believe that, especially
for a study focused on language teaching, the "communications" aspect of the
technologies is important to emphasize. Also there is some reason to be skeptical about
the term "information" in some of its expanded uses as I show below.
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that education does not need to be necessarily deflned at the outset. Of course something
needs to be said about the particulars and the context and so on, but the technology of
education is already assumed by many when the word is used. Picture the image of the
teacher with chalk in one hand, roll book in the other, and the students in rows of desks
with books, paper and pencils and this technology can be said to be a recyclable text,
applied across contexts and even national borders. About technology, as a concept at
least, there is less clarity. This may be because of its grand scale or it may be due to its
pre-formulated composition as object.
However, there are two points that are essential to make at the outset, one of
which I have alluded to in the introduction. The first point is the apparent timelessness of
issues surrounding technology applied to education; the questions of resistant teachers,
the evolutionary perspectives of technology and literacy extended from the present
backward to Gutenberg, the demands for technical solutions to practice, the call for new
theoretical frameworks, the rallying focal point of youth, already 'media-savvy' outside
of class, as a guide for educators.
A second point is a continuous battle resulting in tenuous epistemological truces
as certain understandings open up, coalesce, and come undone, even within groups who
otherwise generally agree like sociologists of science." For some who write about
technology there seems to be a competition that exists over who can be more inventively
constructionist. While for others, purposive critique focuses on exposition in the hopes
of reaching some tentative understanding, no matter how fragile and contradictory.
About this there is much to say, but let us simply, for the time being, accept the reflexive
challenge and agree at the same time that the goals of analysis are to understand
~ For disputes within the science and science and technology studies communities see
Winner, 2001; for a prototypical dispute related to the definitions of computing within the
field of STS, see Kling 1991aand b, 1992a and b, and Grint and Woolgar, 1991 and
Woolgar and Grint, 1992.
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something about the way to think and describe technology in education.
Each of the following areas I examine can be taken as symptomatic of the
difficulty of ultimately defming the relationship that technology plays when juxtaposed
with education. Technology has an inexorable method for encroaching, assuming forms
or figures that make it appear autonomous. Those writing about technology time and
again fall prey to the trap of illustrating technological change in relation to social
processes that masks their contingent and conflicting developments (Winner, 1977). This
kind of story is only one that is told about technology, but it happens to be one that is
repeated so often that it is hard to escape thinking about technology in this manner.
There is a post-facto inevitability about technology once it has been introduced and
differences of opinion, while possible, are most often presented in polarized fashion, as
noted in the introduction.
Another of the ways that technology comes to be understood is through its gradual
complexification, its insinuation into networks and seams of social activity. In a sense, it
does not need a social explanation in the final stage of use because the social can be seen
as already part of the design stage or in the intermediate configured and commodified
stage. This is the type of story that attempts to look at deeper and deeper levels of
connections between the technical and the social, rejecting the essential substance of a
stand-alone technology. However, this type of story needs to be careful not to become
determinist regarding social control.
Neither story about technology could be expected to gain ascendancy because
they both fulfill extremely important roles in social analysis. Critique of technology is
the natural method of the first approach while critique of technology's (including
technology critics') bracketing of the natural is the source of the second approach.
Technology critique has a long tradition ranging from prolific writers whose work spans
many categories like Lewis Mumford to those whose organized critique is related
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primarily to one field in particular, such as Neil Postman writing about education. Each
of the critics has much to say about our obsessions with the machine and occasionally
more.^ Postman (1995) provides not only critique but a framework for what ought to be
included in what might be termed a critical education of technology.
How then does the second position differ markedly from the first? It may be
unfair to try to extract portions of the work of two prominent theorists as representative,
but it may provide a way of looking at the rest of literature to be reviewed in this chapter.
For the first position I use the work of Langdon Winner and for the second the work of
Bruno Latour.
In "Mythinformation," Winner (1986) argues against the ideology of a computer
revolution based on the widespread availability of information. This line of thought is
similar to others' such as Roszak's (1986) tracing the changes in the meaning of
information from something trivial to something scientific (via cybernetics and artificial
intelligence). Winner points to two aspects of information as having become so crucial,
the need for modem organizations to manage large amounts of data and the need for
other organizations (sometimes one and the same) for highly time-specific data, e.g.
weather, market fluctuations, military intelligence (pp. 113-4). Roszak points to the
philosophical assumptions "that the human mind can be fully and accurately described by
the information processing model" (p. 205). Between them, they articulate a way of
viewing the hegemony of information as less stable (but perhaps more powerfully
constructed) than it is often made out to be. Information technologies similarly insinuate
a hegemony into our social relations, including education. Winner's advice to educators

^ Even Marx, whose position conceming technology has often been taken to be
deterministic, critical though he is of course, shows us the value of a subjectivity that can
be constructed on the basis of new understanding. "Marx calls our attention to the fact
that each generation is strongly conditioned [italics in original] or informed by a
technological inheritance that it in no sense 'chose.'" Winner, 1977, p. 83)
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under such an assault is that, "teachers might raise their hands and announce: Excuse me!
On whose authority has the future been foreclosed?" (1997, p. 187) Critique is therefore
also an opening for active resistance.
However, I would like to look at another essay in his book as well, one in which
he argues against the use of risk in risk analysis as an organizing concept. Risk analysis
contains in his view a conservative bias that frames problems in a way that lets the risk
specialists take over and conduct studies on fact/value gaps, psychological associations,
cost/benefit calculations, and minor remediations. It even calls up the association of
positive risk-taking in some circumstances. "Public policies that recognize such qualms
[about risk-taking] can be dismissed as signs that the society lacks fortitude or that the
citizenry has grown decadent... Those who do not posses this virtue should, it would
seem, please not stand in the way of those who do" (1986, p. 148). Winner goes on to
argue that risk, with the exception of cases of real uncertainty such as DNA
experimentation, should be avoided in favor of use of danger and harm. I will be
exploring the concept of risk at great length in the next chapter but here I would pause to
say I believe Winner's view is partially misconceived. In drawing attention to the
compartmentalization of risk assessment and risk management, he identifies a political
problem that others have noted as well. But the solution of conceptualizing many risks as
harm or danger does little to make the public (which public?) better able to seek
remediation, in my view.
I would point out that the strategies, as in the previous article, again are clear. By
opening up an issue to critique, it becomes possible to suggest an active response,
informed and political. This is not a position with which I lack sympathy, but in order to
see what may be missing it is important to now turn to another way of looking at
technology.
Latour is well-known for his research on laboratories and the way science
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"works." Equally important are his contributions to the notions of reflexivity in
knowledge production. In an essay titled 'The Politics of Explanation," he attacks the
notion that the social and the natural worlds can be held apart and explained by using the
resources of one to reveal the other. The goal is to disconnect the normal chain of
reasoning that leads from external causes to invariant effects. "Even those who are
skeptical about the possibility of flnding a cause for phenomena (especially in the social
sciences) do not dispute that some elements (explanans) should occupy the position of a
cause while others (ad explananda) should play the role of effects. There is always
something of a tribunal in these trials that settle responsibilities" (1988, p. 161). Such a
position calls into question the way in which any concept is empowered or negated as
''cause celebr^." What other actors are involved in the coalescence of understanding
around risk, even if Winner's warning about the negative implications of minimizing
what is truly dangerous is admitted as valid?
For Latour and others, it is not simply a question of making choices of how to
study problems; the problems have exceeded their capacity to be understood in fmite
terminologies. Modem life has brought forth its own kind of ironic contradiction, a
rejection of its tacit understanding of the difference between nature and science. "When
we find ourselves invaded by frozen embryos, expert systems, digital machines, sensorequipped robots, hybrid com, data banks, psychotropic drugs, whales outfitted with radar
sounding devices, gene synthesizers, audience analyzers ... and when none of these
chimera can be properly on the object side or on the subject side, or even in between,
something has to be done." However to say something is to be done is to further the
irony since he goes on to say that there are not enough "critics" to fight against the
hybrids (1993, pp. 49-50).'* Thus, we can see the two perspectives that will frame
Proposing the use of the "quasi-object," Latour hopes to offer a way out of the bind of a
social science which is doubly constituted by its own divisions of hard and soft in both
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discussions of technology, one that uses critique to construct a possibility of the real and
remediable; and another which calls the mediation into question at every step.
To look at technology in this research then we must begin with the question, what
is a computer? Cerruzi's (1999) description of the convergence of production and
consumer (in the form of hobbyist groups) approaches in the U.S. around 1974 in
bringing the personal computer into existence is certainly useful in marking the
contingent aspects of computing. So is the realization for anyone resident in Japan that
increasingly, the majority of youth now appear to access email and the internet most
often through their portable phones.
From these perspectives many implications follow. Does the computer imply a
user, in other words, one which is "configured" (Grint and Woolgar, 1997)? As they
argue, in most discussions, design and research, a user is indeed factored in
unproblematically so that boundedness, identity, and appropriate behavior and response
are subsumed by the "impact" of technology (p. 93). Are some kinds of users more
vulnerable than others? Children, for example, are often constructed as high risk users or
alternatively as future consumers and competitors, (Alliance for Childhood, 2000;
Armstrong and Casement, 1998; Facer et al., 2001). As inheritors and active users of the
tools of the future, they are given special deference in discourses on new technologies.
Since boundedness (i.e. technology is a tool we can use however we want) is
often assumed in much of what is written about technology, some have attempted to
override the commonsense incremental melding of the technical and the social that
appears to be both a promise and a threat. Some of the more Utopian and dystopian
perspectives about technology and society focus precisely on the boundaries of what it is
nature and society. In other words, he notes the trap of a social science which admits
there is a social side to science but yet insists that it has the evidence to decide when the
facts are valid, when "humans into so many puppets [are] manipulated" and only the
scientists (social or natural) know for sure (1993, p. S3).
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to be human. It is the way computers get under our skin and change us that is either
potentially liberating or unconscionable. In Becoming Virtual, Pierre Levy provides an
explanation for the power of the virtual. Derived from the latinate meaning of strength,
virtuality moves toward actualization without becoming concrete. Virtualization is a
principal source of creative reality and the promise of "collective intelligence" (P. Levy,
1997). Although it is often seen as "inhuman, dehumanizing, as one of the terrifying
manifestations of alterity around us," Levy hopes to humanize virtualization much as the
virtual is presumably causing some changes for what being human is (1998, p. 183).
Slouka (1995), in contrast, illustrates the opposite stance, of trying to fight "the
assault on reality." A number of propositions are put forth to show the impending
struggle. People progressively "accept the copy as the original." There is a "computerinduced hallucination" in which "computeijugen" youth spend their leisure in electronic
wonderlands. Ethical behavior becomes impossible in a world "without context" (pp. 113). How have we arrived at such an impasse, one might ask? Slouka says it is the
result of fear and the loss of the "there, there," or the real. One account celebrates our
detachment from the limitations of embodiment, another demonizes it. These two are
among the more sophisticated accounts, I would argue.
The advent of "humachines" is underdetermined according to Poster (2001). He
sees this as a strategy for avoiding the old binaries which have led to the dehumanization
critique of instrumentalist technology, associated with the Frankfurt school of critical
theorists. Cyborg existence is already shown to be practicable by researchers at MIT and
other laboratories (Gray, 2001, pp. 9-10), and the limits of "flexible bodies" are probed
(West, 2001, p. 65). So even as theoretical knowledge attempts to keep pace with the
hybridization of computer-human interaction, the stories we hear, the possibility for new
experiences that surround us are notice, as Latour has argued correctly I believe, that
there is no more putting back the objects and the subjects into a modem "constitution."
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Whether or not one agrees with the liberatory cyborg literature or argues that cyborgs are
still subject to the same constraints of history and structure that humans have been unable
to escape (West, 2001, p. 174) is of little consequence at this juncture. The point that I
hope to have convinced the reader of is the need to look beyond the computer and beyond
technology as far and as often as we can in discussing its relational connections to
education. In other words, it does little to advance understanding by simply trying to link
technology to any particular domain of education without being explicit about the
contingency of the technology.
And while it seems to be commonplace to have acknowledged this in some
particular fields of study (in STS, for example), the way in which social science in
general has been slow to develop more systematic and sustained models of critique and
understanding of the role of computers in, for example, educational reform, is perhaps
remarkable unless one takes into account certain divisions of labor as well as the
possibility of adaptive preference formation (Fuller, 1999). In other words, unless one
argues for the determinism of technologies defmitively constraining choice, of radically
changing the world (e.g. the computer is causing a revolution), an interactive model is
better able to explain that as computers come to be more and more part of the system of
education, people come to rely on them to make their choices and expect that customized
consumption will follow, as in the market, also in education.
Is it possible to discount the computer revolution as little more than hype, despite
its ubiquity in mass media and marketing? Hakken (1999) is a good example of having
looked at the question of computer revolution (CR) ethnographically and over time from
a multiplicity of angles. His basic conclusion, after portraying a continuum of possible
revolutions that could be said to be occurring is that it is still early to determine if ICT-

46

mediated woric is indeed a new stage of labor process.^ CR discourse, however, does
have the power to work as a lever to promote organizational change (Issues of work and
technical change are discussed in more detail in Chapter 4). In 3 large scale ethnographic
studies in the past 15 years, the greatest change apparent in each case was "how the
technology was perceived and which potentials actually were appropriated by the people
in the relevant social relations" (p. 174).
This conclusion would appear to validate strong claims of technology as enactive
in its interpretation. However I will try to show there are some reasons for being
somewhat skeptical about a full-blown textual reading of technology. First it would
significantly underestimate the important way in which ICTs have and continue to
contribute to political economic developments. In other words, it is necessary wherever
possible to look at the profit motives of the various interests driving technology. I will
analyze this to some degree in the following section as well as again in Chapter 4. A
second reason for avoiding the 'reading technology' stance is that it then becomes less
possible to differentiate between the stories. By what criteria are we to evaluate the
Utopian and dystopian perspectives mentioned above? Is it simply a question of which
one makes a more persuasive (or enjoyable) story? Sometimes it would appear to be so.
In looking at one of the most aggressively pessimistic critics of computing and
education (Bowers, 20(X)a and b), it is obvious there are very important counternarratives being expounded in much of his work about culture and the ways of looking at
technology. For example, he links the cultural patterns of computing and anti-ecological
and non-sustainable lifestyles to communication patterns ("mythopoetic narratives") and

^ Hakken prefers the term AIT, advance information technologies. The stages he outlines
are: computerization will end the human age; computerization will end work;
computerization will end machinofacture and we'll pass to a new stage of social
formation; computerization will end nothing significantly; as well as regressive
possibilities.
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subjectivities which he argues are indigenous to Euro-North Americans. He proposes to
challenge this abstract, decontextualized and theoretical knowledge with Icnowledge that
is local and ecological, what he calls "cultural bioconservatism" (2000b, 54-69). Thus
while his critique has much to say about how overly rationalist subjectivities may lead to
exacerbations of present problems of unsustainable lifestyles, I do not believe his
countemarrative is ultimately entirely convincing. To make just one point, the broad
frames of Westem versus traditional cultures make little sense when trying to look at
computing in Japan.
Bowers is not the only one who has made a case for ecological perspectives in
looking at technology although the term is used differently by different authors. To
summarize, it is necessary to dismiss claims of both a computer revolution and other
essentialist views of technology in order to appreciate the full range of interrelated
hybrids that are represented under the names technology and computer education. In the
next section, I will look at some hybrid literacies.

Tgchnglggy anU Literacy
There is a veritable plethora of statements, guidelines, reformulations, caveats,
and disclaimers about a new type of literacy related to technology and computers in
particular. First one has to account for the variety of names — computer literacy,
technological literacy (or technoliteracy), digital literacy, electronic literacy (e-literacy,
for short?), cyberliteracy, information literacy, computational literacy, media literacy,
critical media literacy, multiliteracy. Net literacy, L(IT)eracy, and others no doubt.®

^ Computer literacy (see below) and technological literacy are fairly ubiquitous.
Technoliteracy is used by Lankshear and Snyder (2000), electronic literacy by
Warschauer (1999), cyberliteracy by Gurak (2001), information literacy by Behrens
(1994), computational literacy by DiSessa (2000), critical media literacy by Semali
(2000), and multiliteracies by the New London Group (1996).
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Some suggest a favored term, while others utilize a smorgasbord approach, as in
"multiple technologically-intensive literacies" (Adams and Hamm, 2000) which can be
connected to different types of standards across the curriculum. It is more than a little
suggestive that they state that, "'literacy' had become almost synonymous with the word
'competence'" (p. 3). As I argue in Chapter 4, this utilitarian perspective drives many of
the educational reform orientations, based on idealized employment futures.
With the proliferation of hybrid terms of literacy, it is not surprising to see other
terms such as alphabetic, 'mere' or 'old' literacy, being used to describe, in a process of
evolutionary post-dating, what was in the past simply called literacy. An analogous word
does not exist in either German, French or other latinate languages, which utilize more
specific forms, alphabetismus, alphabetisme, meaning something closer to "control of the
alphabet." English in contrast brings together "a vast and quite disparate range of skills,
aptitudes, processes, dispositions: and it presents them as though they were all of one
kind" (Kress, 1999, pp. 67-8).
In the Japanese context, literacy has been predominandy associated with the
ability to read kanji (Chinese characters) and various reforms to simplify and standardize
the types and numbers were implemented several times in the 20th century, especially
soon after World War II (Gottlieb, 1995a). The rapid spread of word processors from the
mid 1980s also led to changes in the relationship between passive and active kanji
knowledge as, more and more, a person may be able to recognize many more characters
than produce them, since writing is gradually decreasing (Gotdieb, 1995b), especially for
youth. Furthermore the difficulties of inputting, using syllabic keyboards and then
selecting the appropriate character have been cited by some as a key factor in the slow
spread of computing (at least of a form that requires large textual manipulation) in Japan
and other Asian countries that use characters (Carroll, 2001, pp. 175-81; Hannas, 1997,
pp. 258-76).
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Literacy has never been a simple proposition of just reading and writing even
before its association with technology, as the work of Heath (1983), Scribner and Cole
(1981), Street (1984; 1993) and others has made clear. There always exists an
embedding of the social in the forms and practices of literacy; this embeddedness has
often been obscured in the idealizing discourses about literacy's relation to progress and
development (for a recent critique of this kind of literacy in UNESCO and elsewhere see
Rassool, 1999).
To some degree, how one defines a new literacy (since I am adopting a skeptical
view here I will use the term 'new literacy' without the quotation marks, except where I
am drawing on other researchers' perspectives) depends on the ambiguous technology
perspective that many fail to clarify.
There have been many attempts to isolate the components of a new literacy no
matter what we call it. A claim by Andrew Molnar, Director of the Office of Computing
Activities at the National Science Foundation that he and colleagues invented the term
computer literacy in the early 70s is instructive in illustrating the socioeconomic basis of
personal computing and instruction. Since funding was already underway at that time in
a number of seminal computer-based education projects (PLATO and LOGO among
them), a coordinated strategy was thought necessary to rationalize the expenditures.
Molnar in an interview for a recorded history of information processing, stated that in
1972, he and his colleagues "coined that phrase. It's sort of ironic. Nobody knows what
computer literacy is. Nobody can define it. And the reason we selected computer
literacy was because nobody could define it, and nobody knew what it was, and it was a
broad enough term that you could get all of these programs together under one roof."
(Molnar, 1991, cited in D.D. Noble, 1997, p. 1364). Soon enough, national conferences
followed and around the same time the State Superintendent of Instruction in California
William Honig initiated what became a national trend in requiring all high school
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graduates to have a course in computer literacy. Computer literacy has traditionally
meant learning about programming computers and then later simply using them, leading
some to see repeated policy statements in this arena as "educational chimera" (Roszak,
1986, p. 50). In the U.S., successive government commissions have documented the
changes in orientation of focus on computing which have occurred over the past 15 years.
From programming (c. 1982) to Logo (c. 1984) to integrated drill and practice systems (c.
1986) to multimedia and hypertext (c. 1992) and finally use of the internet (c. 1994),
teachers have been advised in the latest method for using computers in their classes
(Office of Technology Assessment, 1995, p. 104).
A look at the proceedings from the National Computer Literacy Goals for 1985
conference (held in 1980) confirms the ambiguity that followed the term, computer
literacy, for some years. Deringer and Molnar (1982, p. 3) claim that computing is a
"national requirement," tied to the consumption and work patterns of all citizens in the
future. Anderson (1982, pp. 10-11), on the other hand, draws attention to the differential
uses, especially in specialized disciplinary knowledge. Moreover there is a lack of
attention to the social aspects of computing in some policy statements, even while it is
included in others.
Library and information science professionals have had similar difficulties in
codifying the term "information literacy." Originally it tended to mean the techniques
and skills for utilizing information tools as well as being able to find "informationsolutions" to problems of study. Gradually a meta-perspective was formulated by some
as in the ability to "obtain a holistic, individual and independent perspective." In the
1980s the concept was melded with references to ICT tools and began to expand to
include knowing that information is needed, retrieval and management and evaluation of
the results (Behrens, p. 1994). In short, one way of looking developmentally at the
concept of literacy is to see how it is molded to its particular contextual uses But at the
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same time, in professional or bureaucratic contexts, literacy can also be used as a way of
expanding its relevance to fill the void of competencies for the future which are uncertain
yet seem important.
This is not to take a completely cynical viewpoint as to new literacy practice, I
believe. Certainly, there is sufficient reason to see a new literacy (computer literacy or
otherwise) as a variable ideology (Goodson and Mangan, 1996); however what may have
been obscured (and thus in need of de-frocking) even five or ten years ago with regard to
the overwhelming celebration of ICTs as liberating, may now have become somewhat
more balanced. On the other hand, the argument from vocational necessity continues to
be a strong one and has been debunked by others as well (Robins and Webster, 1989, p.
9) who note the slippage involved in using computer literacy to extend to all manner of
inadequacies for which schooling is blamed, shortcoming of numeracy skills, lack of
enterprise and motivation and so forth. The logic has a built-in reserve capacity of
defense since it can always be strategically reduced to its core premise: the computer. Or
as Goodson and Mangan put it, with the question "If computers will be everywhere then
why not in school?" (p. 69), and so, computers are seen as an "enrichment resource" for
an unable-to-be-defined literacy.
Perhaps discussions of a new literacy have a neo-imperialist flavor, in addition to
their neo-evolutionary guise. Ulmer (1998, p. xii) writes of the connection of literacy and
English in this regard. "Literacy? Is it a humanistic concept whose persistence beyond
its proper apparatus produces nothing but paradoxes and contradictions?" Academics
who teach composition in American universities are the bearers of the skills of the new
literacy. Haynes (1998) make such an argument about writing courses as subordinated
to other disciplines in that it is used to train students so that they can pursue knowledge in
other fields. Due to the nature of declining expenditures, and competition and
restructuring across many university contexts, composition programs have much to gain
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and little to lose in promoting a necessary vision of computer literacy (p. 83). The
parallels with the teaching of ESL or EFL are important to make note of. English is
defined by some as (simply) a skill or set of competencies, effacing its aesthetic or
critical components. Thus, it is also subject to being easily conflated with the teaching of
computer skills.
Discussions of critical literacy in relation to technology have been sustained.
Peters and Lankshear (1996) represent a cogent and early expression of the conception
that digital text literacy practices constitute an opening for critical literacy. The question
of how literacy practice is modified by use of computers has of course been addressed by
many authors and is not particularly new.^ What was rarer (at least 5 years ago) is the
linking of these practices with an extension of critical literacy. Whether or not critical
can always be new is a good question; Gurak (2001, p. 12) puts forth a "cyberliteracy"
which is "conscious interaction," that is, a literacy practice which "embraces and enjoys
the technology but at the same time is critical." While noting the caveats attendant to a
new electronic literacy and the possibility of its domestication, Peters and Lankshear also
find significant possibilities for a breaking free of the modernist "enclosured" literacy of
schools (pp. 65-7).
Similarly, the New London Group (1996) also proposed the concept of
multi literacies as a way of attending to critical education in the"new work order" and
emphasizing the possibility of a response to a constricted and economistic efficiencybased curriculum. Hybridity is a key concept, they argue, as translation occurs between
old and new conventions. And certainly the idea of multiple literacies is probably closer
to something that can be useful, not least because it is a plural noun. The computer, or
^ Reading and writing practices changing due to electronic !T?edia is a large topic which
includes practices using hypertext, practices of linking, visual literacy (e.g. the way
images are more and more part of Internet commumcations) and email language
conventions to name a few of the more obvious.
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rather a particular computer use, email for example, can go back to being just one of the
media of literacy, even though this is a kind of reductionism that we probably want to
avoid as well. Still if we can think in terms of different media, why not pluralize
information as well? As De Castell notes (2000, p. 368, citing Agre, 1996) knowledge,
belief or opinion all allow for skepticism, while information tends toward the factual,
implying a fixed content, and effacing the kind of literary practice that is engaged in
searching and obtaining information.
So if we look more closely at research on literacy practices, we may see
something different from anything that could possibly be called, monolithically,
computer literacy. For example, using research on cyberfeminist on-line sites and
publications, "geekgirls" and "cybergirrls" (an extra "r" to denote power?), Kenway and
Nixon (1999; also Nixon, 1999) argue that, to date, educational theory has done little to
provide the kinds of empirically-based explanations of the way youth in general, and
particularly girls, have been able to exploit ICTs for creating alternative and challenging
identities, styles, sub-cultures and sites both in cyberspace and in cafes in large cities.
They point to an expanding notion of literacy without being overly concerned with
naming it instead working at describing it. 'There are complex theoretical, ethical,
policy, and pedagogical issues bound up with the convergence of literate practices with
sociocultural practices surrounding computing, few of which are captured in the term
'computer literacy'" (p. 466).
However, critics (Gur-Ze'ev, 1999; 2000) see the continued idealization of
cyberspace as a reproduction of totalizing discourses in opposition to its proponents'
stated claims of moving beyond the hegemonic control of rational educational discourse.
Beneath the valorization of the privatized self and the journey of surfmg in cyberspace
for free exchanges of information is a lack of acknowledgment of the capitalist basis of
internet economy. This is how the new literacy figures itself into an equation of modest
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yet evangelical progressivism. "Realizable, affordable, visible, and attractive, computer
literacy might figure as a convenient metonym for social inclusion in the twenty-first
century. The computer is cast as merely technical, manageable, simple, even 'friendly,'
with the skills of access readily identified, learned, assessed, and recorded" (Standish,
1999, p. 431).® Yet what does this offer in the long term for other kinds of skills,
focused, for example, on civic participation and democracy?
Nonetheless, while making valid points, I believe that the assertion of the
embeddedness of the sociocultural in the computer, which Standish opens his essay with,
works against his and Gur Ze'ev's critiques. In other words, for purposes of
consolidating negative readings of the normalizing relations of educational practices, they
interpret the computer in singular fashion, albeit in other places appreciating its wider
significance. This is not to invalidate their critiques; only to qualify them.
A proposal for a "technoliteracy" (Lankshear and Snyder, 2000) draws together a
number of related principles. First it acknowledges that the three dimensions literacy,
technology, and learning are 1) differently understood 2) relational and 3) contested (p.
24). It focuses both on resources, also called "first-level effects" and contexts, also
called "second-level effects." Bridging the two foci means consideration of both risk or
negatives as well as possibilities or positives (p. 37). Finally they note similar compatible
emphases with the principles of "technorealism," (Technorealism, 1998) which were
launched with a conference and a web site.^
The principles, however,while to be commended for trying to build a way of
understanding that transcends the duality of faddist thinking about the internet and

® Standish (2000, pp. 157-8) also critiques the voyeurism of screens of re-loadable
images which he argues are connected to a "spectational" character of the modem world.
^ The 8 principles include propositions such as technology not being neutral, information
not being knowledge, and governments and the public having duties and rights vis-a-vis
the new technological "transformation."
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information, do sustain assumptions about technology's effects. The underlying message
is that we need to think critically and be on guard against "unintended consequences."
Similarly Lankshear and Snyder while presenting a more carefully nuanced framework
can be said to be eliding the degree to which being critical is easily juxtaposed with a
need to get on with it and "learn how to approach the use of technologies efficiently,
ethically and responsibly with a view to tapping their educational potential" (p. 2). In
more recent work, Lankshear and Knobel (2000a and b) have coined the term "digital
epistemologies" to suggest that a different way of justifying true belief that may be
entailed by digitized forms of knowledge.

Literacy with technoloyv: Other views.

Several other authors have grappled extensively with questions of technology and
literacy. Each has something that adds to the discussion though few have successfully
solved the problem of making the technology add-on altogether less artificial. Selfe
(1999) writes mainly in relation to U.S. government policy level statements about
technological literacy that she finds are unable to grasp the complexity of the concepts
due to ideological predilection for the commonsense value of technology. She is critical
of the former presidential (Bill Clinton and A1 Gore) administration's initiatives across a
broad range of policy statements (including the National Information Infrastructure, Nil,
and the Global Information Infrastructure, Gil, reports issued in 1993 and 1995
respectively), but focuses heavily on a report released by the Department of Education in
1996, "Getting America's Students Ready for the 21st Century." Selfe is intent on
unraveling the coalition of government, educators, private industry, and parents who
jointly articulate what she argues is the new agenda of literacy based on a impoverished
notion of technology. A crucial part of her analysis concerns the division of labor based
on a separation of duties between teachers who are interested in computers and those who
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are not. This is convenient for both, the tech-oriented teachers are able to fashion a
domain of expertise and the others can ignore thorny problems.
In the absence of a concerted effort by teacher professionals to organize a
coherent responsive policy of their own, government and business and their collaborators
in education can focus on market-oriented tasks; 1) stimulating the appetites of
consumers for more sophisticated products and 2) creating technologically adept future
employees who can help export goods and services (pp. 86-7). To resist the
marginalization of socially useful education, Selfe proposes replacing technological
literacy with critical technological literacy (p. 148). Some suggestions are made but it is
hard to see what degree of reform is being advocated.
Attempting to delineate the requirements of citizenship in the world may expand
Selfe's more U.S.-focused work. Rassool (1999) proposes a literacy for critical
citizenship and democratic participation. She summarizes the range of theoretical
innovation in research on literacy, from literacy as ideological practice to cultural
practice. As noted above, she provides an excellent overview of literacy policy in regard
to nation-building and development and places technology within a system of multi-level
global inequality. "The current notion of 'technological literacy' within the UN
discourse presents a 'rational' and neutral view of technology which does not take
account of the complex historical, political, and cultural factors that impinge on levels of
social development within many of these societies" (p.194). As such, this literacy starts
to resemble the now discredited functional literacy concepts of UNESCO in the 1970s.
However, here essentially the analysis ends as she lapses into recourse to the now
familiar critical move citing others (including Lankshear and the New London Group).
Tyner's (1998) contribution is to focus on the multiplicity of different media in
the current expolosion of ICTs. She draws on her work in media education to argue for
an expanded set of literacies, e.g. multiliteracies against the "reactionary," cover term of
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computer literacy (reactionary in the sense of a response to the sudden proliferation of
computers, p. 78). In attempting to draw on the work of both socially constituting
literacy theorists like Street and Graff as well as those with a more evolutionary
conception like Goody, Ong, and in a media perspective McLuhan, however. It is not
clear what is being put into her model and what is being discarded. "All of these terms
are provisional and in flux" (p. 93). One can appreciate the wish to have some closure
around a key term of literacy practice for the new age, but I argue that it misstates the
relationship to technology in the first place.
By calling for a stronger element of evaluation in exposure and consumption of
various media, Semali's (2000) proposal for integration of a "critical media literacy" may
appear at first sight to be another of the broad expanded and updated versions of literacy
for the 21st century. He focuses on a gap that he sees in the way students lack the
resources for understanding how media construct their texts and what is missing from
many of those texts. In some ways it may not even merit inclusion in this discussion
since there is little explicit focus on ICTs. Many of the examples are based on television
or movies. Could one say by extrapolation, then that what is missing from many of the
statements about a new literacy is just the kind of attitude toward information that De
Castell noted as missing above, and which Semali illustrates in practice, one that treats it
as something inherently suffused with values and biases? Application takes precedence
over contemplation. The risk of not consuming information takes precedence over the
risk of not thinking about it.
Perhaps another problem with many of these statements about the new literacies is
with the directional flow of the general to the specific. In other words, the computer must
be showing the way to a new social practice of literacy. Bromley (1997) illustrates the
many stories told about the sociological chicken and the technical egg, either the new
technological form is guiding us or it is a tool which we use to make of ourselves what
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we wish. Either way the flexible construction with, around, through (and even against)
the technology is washed out of the picture. When we move to the level of the specific as
in the Kenway and Nixon article cited above, we can start to see some novel ways of
expanding literacy.
Tuathail and McCormack (1998) also present a case of "critical technoliteracy,"
utilizing various projects that embed tasks within them for thinking about the internet and
other technologies. More than seeing the internet as a tool, the pedagogy they describe
examines the "'desire,' 'play,' and 'fantasy' in the 'marketing of the Internet'" as well as
the socioeconomic basis of "information-age sweatshops" and "digital dungeons" (pp.
356-7). Further aspects include the notion of academic "time-sinks," the extraordinary
amount of time and labor required to administer courses in a way that proves useful and
the questionable notion of the "world-wideness" of the web (Bolt and Crawford, 20(X),
have made reference to the "World White Web").
Bruce and Rubin (1993) call attention to what they term the "situated evaluation"
that should accompany any pedagogical project focused on change, such as those
ascribing to teach new literacies. This is necessary, they believe, because between
idealization and realization, practices which are potentially different are developed. The
interaction of technology with beliefs, expectations, prior practice, alternative tools and
others is far more of import that anything basic about the technology (pp. 197-215). A
literacy, thus, can better be described through a practice focusing on dimensions noted
above (or others) rather than as an idealization of perceived demands to fit the changing
age.

Literacv. technology and constructivism.

Let me now turn to another type of literacy which been used both as a resource for
theory and as an explanatory mechanic for new forms of learning. While the central
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conceptual device could be referred to as constructivism, it is clear there are many
different uses of constructivism, some which make explicit connections to the tradition
they are drawing on, others which make passing references to Piaget, Vygotsky or von
Glaserfield, and others still, which simply use the term in a relational manner. In Chapter
4 (pages 180-3), I will describe some literature in educational research that has been
fairly critical of progressive education utilized in the service of fairly traditional and
normalizing types of practice. At the outset, I want to note that my aim is not so much to
elaborate and propose a best version of constructivism as it is to call attention to the way
computerization is attached by some to a theory about learning. A further observation is
the wayi in which the complications of the theories are sometime made invisible.
DiSessa (2000) continuing the work of computing microworlds at MIT, proposes
a computational medium which he argues over time and involving many people converts
a form of material intelligence (technically speaking) into a "true widespread literacy,"
one which is a convergence of genres and social niches.'" He calls this type of literacy
"computational literacy," and it can provide the "infrastructural change" for making
schools into "vital communities of tool building and sharing" (pp. 29,41). The use of
this particular computer technology allows for a ownership, connection and competence
and results in a "committed-learning environment" (pp. 83-6). DiSessa's work is
intriguing because he seldom describes the theoretical base in an overtly general manner,
preferring to use examples." Bits of knowledge are thought to be built upon previous
understandings. There is a constant shifting of focus between what the computer helps
The term "microworld" originated with Logo. DiSessa was a member of the Logo
group at MIT with Seymour Papert. He describes the difference of Boxer, the computer
technology described in this project, and Microworlds, the current descendant of Logo, as
Boxer being more focused on the development of literacy.
However terms like "knowledge in pieces" (DiSessa, 1988, p. 51) describe an
approach in which computers are said to help individuals build up and integrate
knowledge, and monitor and control learning.
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individuals do and how individuals can develop their own intellectual capacities. Or put
another way, the dual function of the technology is to make available "the needed tools
for the realization of learning as construction" and "suggest novel learning activities and
ways of teaching which in turn require psychological insights" (Salomon, 1998, p. 7).
There are dangers, however, as Salomon acknowledges, in prioritizing the
psychological basis over a social context (p. 6). Evolutionary paradigmatic frameworks
for viewing the development of technology often run this risk since they assume all too
easily that stages which seem to be patterned by gaps in time may correspond to much
more complex arrangements of technology, use and purpose, and context. They assume
the technology is used in a particular way with a particular theory of learning. Computer
supported cooperative learning, CSCL (Koschmann, p. 1996), is presumed to be
following in a successive ordering of computer-assisted instruction (CAI), intelligent
authoring systems (ITS), and Logo, each associated with a corresponding decade.'*
CSCL is "instruction as enacted practice'' (p. 14, italics in original).
Even more enactive in their methodology are those who put a stronger focus on
the tool metaphor for shaping consciousness. "Mindtools" (Jonassen,1996, p. 10) are
"generalizable computer tools that are intended to engage and facilitate cognitive
processing." The learners are engaged in learning with and not from or about the
computer. It is an "intellectual partnership" with the computer and entails that "instead
of being controlled by them, [students] enhance the capabilities of the computer and the
computer enhances their thinking" (Jonassen and Carr, 2000, p. 189).
A pervasive metaphor for constructivist learning with computers is that the
teacher becomes a "guide on the side," the student being "an explorer." Teachers have

The decades are the 1960s, 70s, 80s and CSCL in the 90s. It should be noted that
Koschmann does note that this is coincidental, but the progressive developmental logic is
built in, unfortunately in my view.
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more time for "monitoring and assessing" (Lajoie, 2000, p. xxix).
Clearly, without reference to actual contexts of learning it is hard to evaluate any
of these claims. Designing a course based on constructivist principles can be a
challenging problem as George and Sparrow (2000) illustrate with their example from
Florida Gulf Coast University, a new institution that has dedicated itself to integrating
technology into all aspects of its teacher education program. They relate the inevitable
feedback that they received in their first years of teaching a course which provided an
overview of constructivist theory. "If the theoretical foundation of this course is to
encourage a constructive approach to instruction, why is this course taught primarily in a
direct instruction (lecture) format?" The answer they gave was, "When I figure out how
to teach constructivism constructively, I will" (p. 2). Thus they acknowledge the
dilemma of teaching a theory, a method, and a set of skills (use of the computer) all at the
same time. The example may be ironic, but I suggest that it may revealing of a mismatch
in theory and practice that is far from unique.
Certainly, as I noted at the outset, it is important to attempt to locate types of
constructivism, for the sake of argument distinguishing between good, bad and ugly
(Phillips, 1995) and trying to divide the axes on which to view them, as individual versus
social knowledge, creation of knowledge versus discovery in nature, and the degree of
activeness necessary on the part of the learner. But more to the point, perhaps for
pedagogy, is that constructivism can appear as a "package deal," a theory of teaching, a
conception of reality, and a systematized view of knowledge construction (Burbules,

2000).
Returning to the view expressed above of computer-enhanced thinking, it is
probably obvious enough to state that cognitive science and computers have developed in
tandem (through research in artificial intelligence among other routes). Naturally this
development is not at an end, the extreme view being that we can create our own
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computer offspring sometime soon (Moravec, 1988). And the power and speed of
technology provides a useful model for the drive to efficiency to overcome educational
failure, to reform education. This line of reasoning has also been advanced by Robins
and Webster (1999, p. 189) who argue that a notion of computer literacy (in the work of
computer exponents like Papert) is linked to a conception of progress which allows the
teacher to be a more effective arbiter of judgment as to ultimate success. There is unlikely
to be a resolution to this debate any time soon, nor in the appropriation of constructivism
to broaden the appeal for a new kind of learning with computers. In an interview
approximately 10 years ago, John Searle said: "I think cognitive science suffers from its
obsession with the computer metaphor. Instead of looking at the brain on its own terms,
many people tend to look at the brain as essentially a computer. And they think we are
studying the computational powers of the brain" (1995, p. 204). An even blunter
assessment would suggest that there is a strategy for making the mind want to be
computerized (Neill, 1995).
To summarize this section, I believe the search for an overriding term to describe
literacy related to technology has proved to be difficult and often meaningless. It is not
only a question of a failure to specify a theory of technology that can be complex enough
to do justice to a range of literacy contexts, practices and purposes (even if we limit the
discussion to computers), but what is included often exceeds the limit of parsimony.
Moreover, as I have shown even with many of the better examples, the hegemony of the
critical intellectual resource as a disciplining mechanism circulates on the outside.
Critical or constructivist functions are called upon to rein in the excess in utilitarian
drives to marginalize everything that is messy and unconstrained about literacy, namely
its social embeddedness, or to have us open our eyes to what we are missing in relation to
the power invested in new forms of socioeconomic origins or constraints of the new
ICTs. Or perhaps a different way of saying the same thing is as Oe Castell writes, "to
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take up as 'standards' the pursuit of 'literacy' and 'information' is to stake one's claim in
enemy territory ... these terms are ideological, they are political, and above all they are
economic, and none of these conditions is much altered by theorizing" (2000, p. 373). I
would agree with much of that, except I hold a little more optimistic hope for theory.

Educational Technology

The origins of educational technology are no less clouded than those of a new
literacy. However there are precedents in technology education, growing out of industrial
arts education in the early part of this century, with its ambiguous history (at least in the
U.S.). Zuga (1995) contrasts possible goals of technology education to "develop ability
to be critical consumers of our technological products and processes, technological
problem solvers, and responsible citizens in a technological society" (p. 4), with counter
forces growing out of U.S. government and industrial funding which have served to
dilute such focuses. The drive for such education, strongly associated with
progressivism's focus on science and engineering and the ideas of Dewey, for example,
was truncated by demands that "practice in industrial arts [be] more of a study of the
skills needed in order to perform a trade" (p. 10).
Zuga's reviews (1994,1995) of dissertations and studies in technology education
show a heavy preponderance of research on policy guidelines, focusing largely on
industrial specialists and teacher educators with few studies of either teacher or student
beliefs. While she sees educational technology as a subset of studies in the larger field of
technology education, she acknowledges that technology education has so far failed to
coalesce as discipline, in part because of a failure to "defin[e] technological literacy and
creat[e] a test of technological literacy" (1994, p. 66).
The definition of educational technology has been no less variable. With the
exception of one professional group, there have been no commonly accepted definitions
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oriented toward the field. "Educational technology ... has no clear boundaries. The
spread of interest crosses the path of many other specialist subject areas, thus making it
very difficult to define" (Duncan et al., 1978, cited in Ely, 1996, p. 21). Januszewski
(2001) analyzes how the field developed from earlier formulations of audiovisual
communications in the 1960s and how it has been, for the most part, considered an
applied subject. Few studies have focused on the term either conceptually or historically,
and although earlier references to educational (and instructional) technology can be
found, it is unclear where the term originated (Saettler, 1990 is cited as pointing to the
first mentions of both terms in the 1940s, Januszewski, 2001, p. I). Moreover this term
now seems on the verge of being replaced (or at least coexisting) with the term
information technology.
Tracing the changes in definitions (1963, 1972, 1977,1994) of educational
technology in codifications of the Association for Educational Communications and
Technology (ACET), Januszewski develops the following ideas. In the 1963 definition
of audiovisual communications, there was heavy emphasis on messages and "mediainstrumentation," rather than machines. A learning theory that followed a behaviorist
orientation (stimulus-organism-response) was the foundation for discussion of
programmed instruction.'^ Control was a key concept in this definition as "the study of
messages that controlled the learning process" (p. 42).
The 1972 definition made some important changes, in addition to the field being
defined as educational technology. "Control" was changed to "facilitate," and
individualized and personalized learning were heavily emphasized. However, these
themes of individualized instruction can mean two different types of pedagogy; one
related to programmed instruction, students learning at their own pace or with materials
"The term dates back to E.L. Thomdike in the early 20th century and is also associated
with B.F. Skinner and behavior modification.
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related to their needs and interests; and the other a more holistic focus on the
development of each individual learner (p. 57). A review of research from about this
time (Schoen and Hunt, 1977, pp. 75-7) argued that the idealization of programmed
instruction as a panacea had been eclipsed by assumptions that "instruction can be
tailored to fit the individual student." In practice what this could mean was systematic
fragmentation, modularization, diagnostic testing and level placement.
In the 1977 definition, there was an effort to make the field more systematized
and so attention turned to professionalization. Educational technology was a "complex,
integrated process involving people, procedures, ideas, devices and organization" (p. 78,
italics added). There was a new focus on "learning resources, management and
development," the third term being used as way to call attention to the design of
instructional technologies. Finally, in 1994 the term instructional technology was
recognized as more central, at least for definitional purposes, although there was
allowance for the continued use of educational technology as well (p. 106). There was
also a recognition that different professionals would draw on different theoretical
understandings, including constructivism and situated learning.
However, what seems useful to acknowledge is, as shown already above in the
discussion of literacy and technology, that there can be no single definition of educational
technology because there can be many different ways of viewing the technology. Even
the question as to what is an educational technology is not easily resolved. Bruce (1999)
illustrates with a low-cost digital telescope, used to view astronomical photographs on the
internet, the question, what technology cannot be in some form considered educational?
Looked at from the opposite perspective, what educational practice is pre-technological?
Even to argue, as many do, that the current age is intensely focused on technology in its
relation to education and social change may be more than simply presentist; it may be
wrong as Bruce (2001) attempts to show with discussion of the great changes that
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occurred in respect to technology, immigration and schooling in the U.S. around the turn
of the previous century.
Other explanations than those focused on the power or utility of new ICTs might
serve to highlight different aspects for educational practice. For example, in tracing the
mutually reinforcing development of psychology and the emergence of educational
technology as tools for the management of pedagogy in the 20th century, one can come to
a different conclusion about the utilization of the human subject as agent in his or her
cognitive training. "Student and teacher competence become defined through the
discourses of technologies originally used to 'augment' classroom practices" (Popkewitz
and Shutkin, 1993). However, it is important to add, this is just one of the possible ways
of framing the educational technology question.
Bryson and De Castell (1998) use the metaphor of telling stories, modernist,
critical and postmodern, to show how key concepts like educational technology are
alternatively interpreted. The typical modernist understanding is to look at the tool and
its utility, the critical understanding follows power and normalization, while the
postmodern utilizes possibility and irony. While these encapsulations of archetypal
responses to technology are themselves subject to further criticisms as too bounded to be
much more than parodies (similar to my discussion of the utopian/dystopian divides in
Chapter 1), they have the advantage of illustrating the effacement of context in more
normative discourses about technology.
Another problem is apparent however in the use of modem/ postmodern
terminology.''* That is, the recycling capacity of many of the problems in educational
technology. Rational explications of the challenges, dilemmas, and questions of
I do not want to rehearse all the definitions, claims and counterclaims here about stages
of modernity, especially since postmodern has become virtually indefinable. I also
acknowledge that Bryson and De Castell use "modernist" instead of modem, so they infer
that it is not a time-bound concept.
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educational technology are raised so that solutions, strategies, directions forward can be
posed. What is striking is that same story is overwritten with new particulars. This is not
only the case as Cuban (1986) has shown with various technologies, but also with the
human dimension of use. "Demystification" of educational technology (Gillett, 1973)
will result as teachers "confront technicians, to learn from them, and help them to lead
learning technology in pedagogically sound directions" (p. 9). Bringing the new medium
into the classroom and finding ways to make it "organically related" to the school
environment will help overcome teacher resistance or fears of being replaced (Amsey and
Dalhi, 1973, p. 10-13; Gillett, 1973, p. 82-92. "Students (and often their teachers)
respond enthusiastically to the computer" (Anderson, 1972, p. 215). The fourth
revolution in education and society stems from the new electronic media (the Carnegie
Commission on Higher Education, 1972, p. 9). Since these descriptions of general trends
are now about 30 years old, it may be easy to dismiss them as the over-optimistic sign of
a different era.
However even more compelling accounts of the business and corporate interests
that have clustered around the educational technology business even from the 1950s show
how slowly things change with regard to optimistic over-investment. D.D. Noble (1997;
also 1998) provides such an account, detailing not only the U.S. Defense Department's
long-standing interest in and funding of computer-based education, but also the mergers
in the 1960s that brought together the technical expertise of one company with the
publishing experience of another (IBM and SRA, General Electric and Time/Silver
Burdett, Xerox and Ginn/American Educational Publications, RCA and Random House
and a host of others, a total of 120). Filled with vignettes and speeches from the CEOs of
these companies. Noble's article is sometimes comical, "'We are banking on the fact that
education and electronics do have more in common than their initial letter, e'" (SRA
founder and President, L. Spencer in 1968, cited in D.D. Noble, 1997, p. 1329). There
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are detailed strategies as in that of Jack Morris, in 1977 Vice President of Control Data
Corporation, which usurped control of the PLATO computer-based education system (see
below for application to language teaching), who "recommended a strategy designed 'to
promote PLATO aggressively (e.g. on 60 minutes) [to] promote success stories, [to]
'seed' terminals at government agencies" and more (J. Morris, p. 1354). There is also
irony: "in the middle 1960s,... there was then as there is now again, an enthusiasm, a
euphoria for what modem information technology, computers, etc., could do for
education ... This was going to be the great system of changing education. It flopped.
All the companies flopped" (Former Assistant Secretary of Health, Education and
Welfare Francis Keppel in 1983, p. 1347).
The conclusions that Noble reaches, which are unlikely to affect the continued
expenditures on technology in education if this history is any guide, are varied, including
the obvious about being sold a "bill of goods" rather than the goods themselves.
Educational technology is as much about capitalism (i.e. marketing, product
development, and naturally profits) as it is about education (pp. 1371-4).
One might make the case that this has been the case especially in the U.S. with an
economic upsurge in the past decade linked to ICT production, consumption, and
associated business. However a similar "digital land rush" (Caldwell, p. 2(XX))
phenomenon is apparent in Canada as elaborated by Robertson (1998) who quotes a
provincial ministry of education official in Toronto as saying the two essential points for
kindergartners are "to get them ready for keyboarding. The other is to get these little kids
to start thinking of themselves as 'Me, Inc'" (p. 30).

Educational technologv in Japan.

In Japan, which many researchers agree has gotten off to a "late" start, there is a
renewed effort to "catch up." After the G8 summit hosted by Japan in July 2000, the
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government launched a 5-year "e-Japan" plan (officially passed in March 2001),
including an effort to streamline government by putting 10,541 administrative procedures
on-line over the next several years, and budgeting about ¥ 2 trillion in the current fiscal
budget (Daily Yomiuri, 9/22/00; Hirao, 2001). At the same time, then-prime minister
Mori Yoshiro'^ pledged $15 billion to help "rectify the so-called digital divide," focusing
on promoting computer literacy and development assistance to build infrastructure in
Southeast Asia (Daily Yomiuri, 1/6/01).

Other initiatives include tax incentives to

businesses, building high speed optical fiber cable and mobile internet systems, training
for all public school teachers, and inviting 30,000 foreign experts to help advise business
and government. Based on a recent survey by the Home Affairs, Posts, and
Telecommunications Ministry, it was estimated that 31.6% of the Japanese people had
accessed the internet in some form in the year 2000 (Koyama, 2001, a figure given for
comparison is the U.S in which 55.8% did so).
These moves already follow five years of heavy investment, which saw 1995-96
as something of a takeoff year, internet use increasing 46% (Coates, 2000). Numerous
parties have commented on the slow deregulation of the telecommunications industry
(symbolized by the two giants, domestic NTT, Mppon Telegraph and Telephone and
international KDD, Kokusai Denshin Denwa) and high cost of even local phone calls
which has been a drag on internet expansion. (Until recently, it was cheaper, for
example, to use call-back phone systems, dialing a computer in the U.S. or another
country which would immediately return the call, providing a gateway line.) However
other factors must be cited as well, including the heavy use of word-processors (sales of
which were finally discontinued this year, due to being overtaken by computer sales) and
In all cases in which I use both the surname and given name of a Japanese individual, I
do so in the customary form of using surname first.
At the current exchange rate of approximately ¥120 to the dollar, these figures are
equivalent tol6 billion and 1.25 million dollars.
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the heavy use of English on the internet. Moreover, companies were often reluctant to
switch over to email as a form of primary (or even secondary) communication until
recently (Morris-Suzuki and Rimmer, 2(X)0). The deregulation has proceeded and also
led to telecommunications companies investing in partner firms and ventures in Southeast
Asia, including in Thailand, Hong Kong, and Vietnam (Warf, 2(XX)).
Turning to education, a similarly ambiguous historical development of technology
education is discernible, notwithstanding the more recent inclusion of computer literacy
courses in secondary school, which, while very popular with students, are not considered
central for study due to the subject matter's not being part of tested material for entry into
university (Murata and Stem, 1993).
More recently, Monbukagakushou has established policies for computer use in
schools, including three new courses (of which students will study 1 or more) for upper
secondary students, to take effect in 2003.'^
The Monkagakubushou has also set policies regarding targeted ratios of
computers per students (I for every 2 students in elementary school and I for each
student in lower and upper secondary school) and is promoting a policy of "information
morals" (see Chapter 4 for an explanation of moral education in Japan) aimed at
addressing concerns about issues such as privacy and "uncontrollability."

The guidelines for the three courses are as follows; Information A - Practical ability to
use information; Master the use of computers and the internet in everyday life;
Information B - Scientific understanding of information; Use computers for problem
solving; Understand the functions and mechanism of computers; Information C - Develop
an attitude for participation in the information society; Develop a deeper understanding of
the network society itself rather than the internal mechanisms of computers; Practical
learning using computers (MOE, 1999). A cursory view reveals that Course A aims at
practical applications. Course B at technical applications, and Course C nods toward a
semi-ambivalent appreciation of the need to focus on social aspects of computing, albeit
reinforcing the "practical."
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An Overview of Computers in Language Teaching and CALL

The use of computers specifically for language teaching stretches back to some of
the earliest pedagogical uses of computers. Numerous research programs were
established both in the U.S. and in other countries, but a decision by the National Science
Foundation in 1971 to fund two programs gave them a special prominence (Chapelle,
2001, p. 6). The PLATO (Programmed Logic for Automatic Instruction) project at the
University of Illinois was initiated in 1960, and through the 1970s a variety of foreign
language materials were produced for "mechanical types of vocabulary and grammar
drill" (Hart, 1981, cited in M. Levy, 1997, p. 16). A second early system, TICCIT (Time
-Shared, Interactive Computer Controlled Information Television) was developed at
Brigham Young University in 1971.
At the 1983 TESOL (Teachers of English to Speakers of Other Languages)
convention, a group of interested researchers formed around the acronym CALL
(computer-assisted language learning). At approximately the same time, a growing
popularity of the ideas of Steven Krashen, especially that acquisition may be more
powerful than conscious learning, as well as the broad range of theories known as
communicative competence, led to an orientation of the use of computers in language
learning toward a "communicative CALL." There were even opinions expressed in the
1980s that, given the importance of communicative competence, "the potentiality of the
computer appears all the more restricted as a language teacher" (Last, 1989, cited in M.
Levy, 1997, p. 29). The possibility of such drastic assessment appeared all the more
acceptable with regard to language learning, since computers did have a much (at the
time) ballyhooed predecessor, i.e. the language lab, which has been more or less
abandoned. Garton has observed about them that "it is worth remembering that the only
example of a theory-driven language teaching technology, language labs based on
behaviourist inspired audio-lingual methodology, was a disaster." (Garton, 1992, cited in
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M. Levy. 1997, p. 54).
There seems to be a common agreement about several important themes related to
the historical development of CALL. The first is that CALL exists as an amalgam of
many other areas of interest, or as Levy (1997, p. 39) puts it, "CALL does not represent
one homogeneous type of activity, one that can be described simply in terms of a stable,
invariant framework relating computer, learner, and task." Chapelie says much the same
thing by pointing out that CALL activities are "classroom communicative events" located
in the interaction between computer, student(s) and teacher (1994, p. 34).
A second area on which there is substantial agreement is on the behaviorist
origins of learning theory on the basis of which computer assisted language learning was
first developed. Levy (1997, pp. 47-75) for example describes six important constituent
contributing disciplines through which CALL has developed; 1) artificial intelligence 2)
computational linguistics 3) instructional technology and design 4) psychology 5) humancomputer interaction and 6) applied linguistics. Chapelie (2001, pp. 27-43) also
describes six "sub-disciplines," the first three being the same as Levy (educational
technology replaces instructional technology), while the next three are 4) computerassisted assessment 5) computer-supported collaborative learning and 6) corpus
linguistics.
I find the overlap to be quite substantial and also revealing in that it leaves out a
number of other ways of looking at computers; for example, there is little sociocultural
perspective to be found in any of these areas, with the exception of "interaction" (albeit
human-computer) and "collaborative." This may be considered all the more surprising,
since in other papers and indeed in other parts of these books, both authors call attention
to the need for keeping in mind concepts like "mediation" (Levy, 1997, pp. 80.82, 115)
or "interactivenness" (Chapelie, 2001, pp. 129-30, 164-5) in designing, evaluating, and
implementing tasks for language learning using computers.

73

In another overview, some authors have noted the sweeping claims have been
made for CALL, while at the same time as there being a paucity of empirical research.
Knobel, et al. (1998) catalogue the claims about outcomes and processes in the "wired
world of second-language education," as they call it in the title of their article. Taken as
whole, these claims state that CALL, by promoting conmiunication through
asynchronous means, allows 1) more focus on authentic meaning and content (through
email and use of the internet, for project-based learning for example (also see Kasper,
2000), 2) to be put into practice particular forms of teaching and learning that are
important for second language learning (such as more student-generated discussion, less
top-down constraints from teachers, and a network logic which allows greater
collaboration, 3) more opportunity for practice and self-knowledge (related to greater
access to grammatical correction, dictionaries, and other kinds of information tools). In
their emphasis on the need to validate such claims, there is also an apparent caution of
teachers and researchers to avoid "pressure from commercial and political sources to
'technologise' teaching and learning.," These sources while generally acknowledging
the limitations of the "first generation" skill-and -drill programs, now offer to replace
those approaches with the next set of innovations.
Chapelle (2000) also calls attention to the failure in evaluation of CALL, whereby
the computer is treated as a method of instruction. Network-based language teaching
(NBLT; see also Kern and Warschauer, 2000) may suffer the same rush to use or it may
help puncture the "myth of the 'CALL method"' by its focus on qualitative and processorientations (p. 219). If this is the case, however, one has to question the utility of
focusing on die type of study of claims that Knobel et al. (1998) seem to suggest will lead
to balanced reflection for practitioners. This is not to suggest abandonment of studies,
carefully designed with requisite attention to the flexible meanings of technology and
uses, attempting to make some contributions to evaluations of teaching and learning.
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Only that, as analogous to the attempt to defme the field of educational technology,
research on language teaching with computers confronts enormous difficulty in holding
the object of study in focus before shifts to the next "device paradigm" (Tatum, 1994)
make such a focus irrelevant.
This is also illustrated in both the proliferation of terminology (in addition to
CALL, M. Levy, 1997, pp. 77-83 details CAI, computer-assisted instruction, ICALL,
intelligent computer-assisted language learning, CELL, computer-enhanced language
learning, and TELL technology-enhanced language learning; this in addition to the even
more numerous terms for computers and education of which CBE, computer-based
education is an example) as well as the reliance on inherent evolutionary logic to suggest
the notion of advancement and consolidation.
Chapelle (2000; 1997) has called for linking CALL with second language
acquisition (SLA) research to attempt to overcome some of these problems of focus, but
as 1 briefly illustrated in Chapter 1, such an approach covers up the assumptions of a
unified field of study. To overgeneralize, Chapelle's approach, which could be
considered fairly mainstream, is to define SLA research primarily as an attempt to locate
the psychological aspects of language learning with an experimental approach. Thus,
there is an emphasis on 4 of these approaches, interlanguage and individual differences,
psycholinguistic language processing, quality of data for language leaming and discourse
analytic approaches (this approach may be said to bridge both domains) while, in balance
she also makes note of two sociological aspects, the classroom context and scoiocultural
issues. Harrington and Levy (2001) also call attention to the Chapelle's focus on
instructed SLA, in particular its reliance on the interaction account, suggesting instead
that a focus on the computer-mediated communication (CMC) is perhaps just as key.
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Sociocultural perspectives in CALL.

There have been others who write about CALL from a sociocultural perspective.
Salaberry (2000) critiques Chapeile for glossing over sociocultural theoretical
contributions to second language learning and interaction. Warschauer (1999) draws
distinctions between an approach which focuses simply on language learning and one that
strives to place education in the context of literacy practice partly mediated by questions
of equality and power. While his terminology shifts in places (he uses sociocognitive in
some places, Kern and Warschauer, 2000; Warschauer and Meskill, 2(X)0 and
sociocultural in others, Warschauer, 1998) the questions he raises address a wide range of
contexts and issues. At times Warschauer's (Warschauer and Healey, 1998) view can
look somewhat evolutionary as the locations of paradigms specific to the 1960s, 70s and
80s shows.'®
The relation of language teaching to the changing value and meaning of
information in society is seen as a problem worth exploring. 'The question might
become less 'what is the role of information technology in the language classroom' and
more 'what is the role of the language classroom in the information technology society.'
Preparing students to function in the networked society will become a major role in
language instruction" (Warschauer and Healey, 1998,60). Warschauer (2000) has also
raised questions both about access and skills (digital divide and employment questions),
English as a global literacy, and changing educational contexts such as distance education
(see below).
Simply by pushing these multiple perspectives, Warschauer has done in applied
linguistics and TESOL what few others have done, attempting to embed theoretical
Behaviorist, communicative and integrative CALL respectively, though the authors
acknowledge the overlapping of paradigms in the present; also structur^, cognitive, and
sociocognitive are said to parallel developments in computer technology from
mainframe, to personal computer, to networked computer (Kem and Warschauer, 2(X)0).
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discussions of language learning and computers in the particular kinds of teaching and
learning that take place in a given context as well as the larger contexts of technological
changes in society.
Several caveats to some of the claims Warschauer makes are worth mentioning.
The first is a strong predilection for retaining the elements of idealized human choice and
control in relation to technology, despite his documentation (1998) of the ways that
teachers can use computers to reinforce power through an unequal but correct pedagogy.
'Technorealists recognize that the impact of information technology is a site of struggle
and that human agency is the deciding factor determining the educational value of
technology" (2000, p. 525). Not only does this position overemphasize the variable
construction of technology in much of the work he cites, but it also privileges the select
few who can determine what is overly idealistic/optimistic or too critical/cynical. A
second point is in the elevation of the sociocognitive approach as the current end-of-theline theoretical backdrop for CALL, there are at least a few assumptions. First, not only
in relegating the behaviorist approaches through which CALL was originally developed
can a claim about progress be made, but a stress on sociocultural aspects can be said to
acknowledge the drawbacks of past technology and education while holding out hope that
something more receptive, adaptive, and useful to the individual is presently being
constructed. And second, how easily such approaches, whether called sociocognitive or
constructivist, can be drawn on is an important question.
As should be apparent to the reader, I have strong sympathy with such attempts to
bring computers and education together in an approach that attempts to focus on
sociocultural constraints and opportunities for teaching and learning. Looking at the
classroom as social interaction can stimulate the kind of messy process-based approach
that alternates between large-scale and small-scale perspectives and is described as
"ecological" (van Lier, p. 1998). However it may not matter so much what we call the
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approach to language learning and computers as much as that we attempt to keep the
frames of perspective open on at least three levels. First, that we pay attention to the
larger context of computers and education, the issues elaborated on by Warschauer
(2000) and explored in more detail in Chapter 4. Second, that we maintain a healthy
skepticism about what the technology and the computer are and what they are doing.
And third, that we emphasize to the degree possible the varied acceptances and rejections
of technical features to the point where they are not just add-ons to a technorealism but an
antidote to the excessive normalizing that dichotomous discussions use as a technique.

Technology and Changing Educatign
How is schooling changing and how will it change in the next ten years? Not
only has this been a prolific topic for those in education, but many outside of education
have also offered their vision of how to fix education. In this section, 1 want to begin
with a basic general discussion of changes related to technology and then focus
specifically on the universities. In the latter half of the second section, 1 will shift focus
to elaborate how these changes are affecting Japanese universities. In Chapter 4,1 will
focus specifically on reform in both the U.S. and Japan, but in this section I will outline a
number of ways that technology and education have been linked for the purpose of
change.
Generally, the teacher turns out, not surprisingly, to be a key factor in looking at
whether there is significant change in practices related to computers (Cuban, 1993;
Mehan,1989). There have been several studies with longer time frames that have looked
at teacher practice as a way of trying to understand how schooling can change when
teachers use computers. A study of five schools (initially, and more later) in different
areas of the U.S., which were provided with classrooms equipped with Apple II
computers, was carried out in the early i990s. Changes were seen to occur very slowly
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and where they did occur, they were due to teachers' training themselves, and getting the
necessary institutional support. 'Teachers' prior practices have more influence on how
technology will be used than the technology itself... The most critical issue is how
technology fits into the larger curricular and instructional framework" (Sandholtz,
Ringstaff, and Dwyer, 1997, p. 174). Similarly, Schofield, (1995, p. 225) who studied
the use of computer classrooms in one high school over a two year period in the mid-80s
in Pennsylvania also is emphatic about the role of the teachers involved. The " potential
will be realized only when teachers who desire change have the knowledge they need to
incorporate the technology into the curriculum, as well as the interpersonal and
pedagogical skills they need to function effectively in their new roles."
In a more recent study (Schofield and Davidson, 20(X); also Schofield et al., 1997)
funded by the NSF and called Common Knowledge:Pittsburgh (CK:P), 29 of the 89
schools in the metropolitan area participated. The study, which lasted five years,
documented increased interaction between teachers, professional development,
enthusiasm for work, and by one estimate it also led to the purchase of $ 1,000,000 worth
of computing equipment by teachers (p. 23). Another important finding was that "selfselected technical gurus" often became more interested in their own technical expertise
development than in applications to teaching and learning (p. 28).
Other research linking technology and school reform has focused on the (former)
Soviet Union (Kerr, 1991), Australia (Arnold, 1996), the United Kingdom (Abbott,
2001). Kerr's focus on the educational reform in the Soviet Union of the 1980s makes
several points that are familiar given what I have already discussed above. The first is
the problematic nature of computer literacy, described as a "general need to raise the
level of 'computer consciousness' of the new generation" (p. 227). The goals of
computer literacy expand over time to include modification of vocational training,
restructuring the general school curriculum and allowing for new types of instructional
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methods (p. 234). In comparing Soviet educational policy to the U.S., Kerr claims that
what was different was the promulgation from above that mandated computer skills as
important for teachers to teach and integrate into their programs.
In contrast to this, Arnold's (1996) discussion of Victoria, Australia shows the
effects of another kind of power to motivate change, namely the resort to language from
the business world, "contracts, portfolios, networks, and flexible spaces" (p. 225). The
"Schools of the Future" in Victoria mirrors the re-naming that has occurred in other
places around the world ("Grant Maintained Schools" in Britain and 'Tomorrow's
Schools" in New Zealand), the object being to reduce dependence on interactional,
discourse-based, relational, and apprentice types of education and replace them with
high-technology, quantifiably measurable, instrumentally defmed areas of competency
(pp. 231, 240).
Abbott's (2001) discussion is the most recent and he summarizes his lengthy
experience with teachers and schools in Britain, saying the response to new technology
has been "deeply ambivalent" (p. 31). 'The technological skills expected of a teacher in
the present day, by contrast [to the 1970sJ, are probably in excess of those expected by
the resources technicians of that earlier era" (p. 6). Moreover, he directs attention to the
"unresolved tension" between ICT as a subject or a set of tools (p. 44). Is it surprising
then, that responses would be ambivalent, given that common forms of policy formation
are either to promulgate from the center or to use the threat of the future, tomorrow's
skills as the vehicle for molding teachers' and learners' expectations? Bigum and
Kenway (1998, citing Kling, 1996) suggest that after 15 years of primarily technically
oriented "heads-in" approaches to use of ICTs, it may be time for a "heads-up" approach.
This does not mean an immunization stance (attributed to Stoll, Postman and others), but
one that is critical and cultural (pp. 389-93). As I have argued above, the reliance on
critical detachment, while important, can be problematic.
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Of more interest may be the appeal to cultural knowledge, as it can be used to
highlight an ecological approach. Other terms have been used in fairly positive case
studies, such as that of Cummins and Sayers (1995). Acknowledging some of the
disturbing paradoxes of dual freedom and control inherent in ICTs, they nevertheless
promote use of intercultural collaboration and document relatively low to moderate levels
of educational technology that can be used worldwide to create projects across borders
and promote "learning involving collaborative critical learning" (p. 16). The admonition
they give to critics is that by refusing to develop the potential of the internet they leave
the field to be dominated by corporate interests (p. 174).

The Open University: From extension to on-line.

Hills (1980) noted already more than 20 years ago that the past 20 years had seen
a move away from teaching to the learning process and the needs of the learner his or
herself. This was "coupled with the advent of a variety of media, methods, and
technique" leading to the teacher being a "manager of resources." In pointing to the
Open University of Britain as trend of the future, away from learning in a specially
designated place and time (pp. 38-42), he was highlighting several of the issues that have
faced higher education even before the advent of large-scale personal computing. That
the Open University was able to capitalize on the growth in distance education followed a
much earlier tradition of correspondence education. Following its inception in 1971,
originally with a ceiling of 52,000 students it has now grown to be one of the 10 megauniversities (i.e. more than 100,000 students) in the world (the phrase comes from
Chancellor J. Daniel in 1996, cited in Campion and Freeman, 1998, p. 244), the others
being in China, France, India, Indonesia, Korea, South Africa, Spain, Thailand, and
Turkey.
Former Vice Chancellor Perry pointed out that from the beginning it was foreseen
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that not only was the provision of distance education (i.e. an academic function) of
importance but commercial viability was equally prominent as a goal (cited in Campion
and Freeman, 1998, p. 250). This is also clear in economic analyses of equivalent costs
per student comparing the Open university with conventional universities, showing an
approximate cost of at least 2.5 times higher for the latter (Wagner, 1977, p. 189).
A further possibility for innovation was described by the former Dean and
Director of Studies in Arts, as the ability of the Open University to provide lecture
material. "Many critics of the Open University have insisted that personal encounter
between teacher and the taught is the essence of higher education. Good... By the use of
Open University methods and materials for some of the teaching, we could free staff for
the genuine personal encounters with individuals and small groups which at present are a
minor or non-existent part of the week for many" (Ferguson, 1975, p. 155).
In the meantime the Op)en University has built on its early start to position itself as
one of the leading on-line universities, ready to inaugurate the United States Open
University (USOU). The current President of USOU describes the "confederation of
partner institutions that could develop into a multinational university" (J. Daniel cited in
Mantyla and Woods, 2001, p. 24).
A panoply of issues relating technology and universities is suggested by the above
example of the Open University. These can be elaborated as I) cost, access, competition
and re-structuring 2) distance or on-line education 3) changing models of information,
knowledge-production, and teaching and research, including intellectual property issues
4) changing roles of faculty in relation to employment. This is not meant to be an
exhaustive list; for example I am truncating discussion of administration, public relations,
or library concerns for the most part. Each of these areas has been the focus of
specialized discussions of how technology, and ICTs in particular, relates to concerns
which particular groups of actors have viewed as paramount. Many concerns overlap
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into more than one of these areas. Usually, however, one (or sometimes two) of the areas
is paramount. Academics are most interested in category 3 with interest varying in
category 4 depending on one's position in terms of seniority and tenure (or also as in
cases of specialized interest, if one is interested in employment and labor for example).
They may also be interested in category 2 for a wide variety of reasons. Consulting firms
and enterprise organizations are interested in category 1 as well as category 2. They tend
to use category 3 in an a priori manner, deciding in advance as to what these things
mean, information, knowledge, teaching. New types of educational institutions (on-line
or virtual universities) are interested in category 1 as well and often particularly
interested in category 2. In this overview I will try to discuss the first three thematic
areas, leaving the fourth area, employment, until Chapter 4. Each of the areas could be
discussed in much greater length. I intend to review a small amount of the relevant and
useful research and then try to discuss them in relation to Japanese universities.
The first topical area is cost and access and these are necessarily related to
competition and restructuring. Scott (1998) describes the nature of international trend
toward greater encroachment on the part of governments interested in securing value for
money and the changing nature of student populations toward diversity and lack of
sharply focused academic ambitions. "Because new subjects are constantly being
introduced, generally organized round the ideas of vocational relevance rather than
cognitive affinity, the old informality that once marked the university curriculum can no
longer be tolerated. Quality systems must be devised to reassure those alarmed about
academic standards" (p. 115). Student and faculty exchanges increase, credit exchanges
across borders become more conmion and whole new categories of hybrid institutions
may emerge (just as the Open University in an earlier era) to market themselves to fill
perceived gaps in the demand for vocational-oriented education. And much as the Open
University case shows, cost is an important criterion for students and administrators alike.
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The admonishing rhetoric from consulting firms and consortia also shows that
universities face a severe public relations threat from those who are eager to generate
competition since they are invovled in venture types of enterprises, Farrington (1999)
states that most of the 14 million students in higher education in the U.S. Justify the
expense of their education on the basis of getting better employment and the growth of
the for-profit sector (University-on-Line, Caliber Learning Systems, Real Education as
well as hybrid ventures such as Duke University's "global executive MBA") shows that
ICTs make innovation possible and competition inevitable.
The theme of competition and the risk of not acting is a recurring one. A report
of the Council of Ontario Universities (2000, p. 1) aims at the need to address the
"potential of learning technologies (LTs) and their implications." The list of areas which
cause faculty and students to be reluctant is quite long and includes time to develop
materials, lack of technical skills, access to tools, concern for intellectual property,
concern for undermining faculty roles, lack of face to face contact, lack of support for
understanding options, stress to keep up, concerns about plagiarism and security (p. 14).
However these are outweighed by the imperative to act. "Many universities and
university consortia have invested and are investing in LTs. These developments pose a
serious threat to Ontario universities, notably in recruitment and retention" (p. 18).
Even more hortatory is the recent "primer," published by Educause on
information technology (Barone et al., 2000). IT is an "element in institutional risk
management," of which there are three kinds; 1) competitive risk 2) technological risk
and 3) human risk, i.e. recruitment and retaining (p. 41-2). Because variables change so
quickly, strategic planning is perhaps an oxymoron. "Enterprise technology architecture"
best describes the interface between the technology environment and the institution and
its goals and mission (p. 2). Van Dusen (2000, p. 4) has called this the ideology of
"millenial restructuralism," promoted by Educause, computer vendors and "edutainment"
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corporations.
A similar documentation (as D.D. Noble's overview of educational technology
more generally) of the "networking" of higher education is outiined by Schiller (1999).
Another important trend is for corporations to take care of training of their own
employees, sometimes in-house, and sometimes in conjunction with new institutions like
Jones International University, the first accredited on-line university in the U.S. In 1983
there were 400 business sites in the U.S. that included a building labeled college,
university, institute or education center while in 1998 there were more than 1200
corporate

(Schiller, 1999, p. 151).

Other possibilities exist for division of labor as well. What Meyrowitz (1995)
calls the traditional and the relevant sectors of the university, the former epitomized as
dialogic, dialectic and open instruction, the latter as vocational, quality and skills-based,
will tend to utilize technology in different ways. The traditional education is much more
likely to treat technology as an add-on while the 'relevance' sector may be more easily
reorganized with the help of technology. And they may appear in different
configurations in universities depending on the mission of the university (i. e. elite
universities retaining traditional education and the others moving to relevant education).
A different way of framing the same issue in relation to educators' work might be to say,
as one information services company has suggested, in the future there may be 50,000
faculty "content providers," 200,000 "learning facilitators," and 1000 "celebrities"
(Duden, 1999, p. 12).
A second category of interest is on-line learning. In the U.S. at least there is a
fairly competitive market for on-line education. Many universities are offering courses
on-line, while on-line enterprises (Capella University, Western Govenors' University)
and hybrid institutions like University of Phoenix (which has 105 campus/learning
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centers in addition to on-iine offerings) are attempting to grow bigger." Certainly this
deserves a larger analysis than provided here. However, in regard to Japan, such
education is hardly a factor yet although it certainly is being discussed and in some cases
implemented, often in the form of more traditional institution to institution linkages.
Initiatives in Japan include tie-ups with American universities to provide on-line
education (University of North Carolina at Wilmington's "Digital Communities Project"
for example; Howard-Vital and Rosenkoetter, 1999) as well as growing enrolments in an
on-line branch at one of Japan's leading private universities, Waseda University (Daily
Yomiuri, 10/3/00). The provider is one of Japan's biggest industrial conglomerates,
Matsushita Electrical Industrial and the number of students is expected to grow from the
current 500 to 2(X)0 in April 2002. Another university has experimented with a system
for English language education that sends out assignments on pre-set dates, reminders of
missing assignments, distribution of evaluation reports and other bookkeeping types of
pedagogical functions (Schmitt and Christianson, 1999).
The fmal area of issues related to knowledge practices is one that is heavily
influenced by ongoing debates over copyright. D. Noble (1997a, 1998), in his series
titled "Digital Diploma Mills," detailed the struggles over that attempt to force professors
to use web sites at several different universities, both in the U.S. and Canada. More
generally he argues that higher education is being slowly usurped by a training function
dependent on commercialization.^
Looking at such innovations more positively, Brown (2000) has documented a

University of Phoenix is by far the biggest with 95, 700 students, Capella University
has 3000 students and the Western Governors' University has 500 students
For an extension of the notion of digital diploma mills to international contexts and the
problems of degree certification see Contreras (2001), who illustrates cases of institutions
certified in Malawi, St. Kitts. Mexico and Norfolk Island, which are not recognized for
various reasons by state institutions in Oregon.
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range of new kinds of teaching practices using web-based instruction and applications.
Brown and Duguid (2000) similarly take the reorganization of the university based on
changing configurations of the five components, students, faculties, degree-granting
institutions, research, and facilities as a starting point for opportunities. In this respect
they run somewhat counter to many other perspectives that are fixed on the probability of
change for the worse (Giroux, 2001, for example) or as mixed or fragmented futures
(Inayatullah and Gidley, 2000). Palloff and Pratt (2001) also suggest that as long as
important issues such as faculty control over academic process, course ownership,
copyright, and training needs of faculty are dealt with, there may not be as much risk to
the autonomy of faculty as others have claimed. From a slightly less sanguine
prospective Burbules and Callister (2000a and b) have suggested that there are
opportunities and it would be foolish to think that professors who have much to gain from
using ICTs should not be involved with how they structure and are structured by higher
education. A central question for them is insuring credibility of both access and content.
Like others who have looked at access, it turns out to be much more complex than simply
being able to go on-line.
Hagner and Schnaebeck (2001), however, present the other kind of inevitability
scenario in which faculty have no choice. Classifying different faculty in terms of 1)
entrepreneurs 2) risk aversive 3) reward seekers and 4) reluctants, they suggest that
universities will move forward with on-line teaching and web-based pedagogy on the
basis of the efforts of the first group with the third group also contributing as long as
significant incentives are provided. The second group will eventually be enticed to adopt
technology as long as they need not exert great efforts, so that in the long term the fourth
group will find themselves increasingly isolated. "Rejection of better ways to perform
their jobs makes their non-participation an overt act rather than one of benign avoidance"
(p. 5).
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The challenges for Japanese universities are likely to be great as well, especially
since academia is traditionally a paternalistic system with very little incentive for those at
the apex of the hierarchic structure to want to lead the way in changing very much
(Yamamoto, 1999). The main agent to change is from the outside in the form of
declining numbers of students and in increased pressure from the central government
eager to involve university education in providing the employment training needs of the
future (Mitsuta, 1999; Oki, 1998). Another avenue for change is the increased number of
exchanges, both faculty and students (Hawkins et al., 2000) and industry-university
transnational research agendas and exchange (Cummings and Nakayama, 2000). In other
words, the reality of transboundary knowledge networks will accelerate the erosion of the
internal resistance to develop ICTs for teaching and learning. These developments are
increasingly articulated by presidents of well-known universities (Nagao, 2000, the
President of Kyoto University) and the Monkagakubusho (2000) in pushing for reforms.

Summary
In this chapter I outlined the coupling of technology and education by looking at a
number of specific areas in which there have been sustained and on-going attempts at
codifying the relationship between the two. For the most part, the coupling has been less
than satisfactory because of the tendency to try to see the two areas as separate.
Technology is then seen in an additive role. This is not to suggest that there is no
recognition of this problem. There have, in fact, been a number of recent attempts to
propose models of technological practice that can overcome some of the dichotomous
and debilitating ways of looking at technology that I have been describing throughout this
chapter. An ecological model has been utilized by Nardi and O'Day (1999) in an
attempt to put the emphasis on "human activities" with technology simultaneously
functioning as tool, text and system. Drawing on familiarity and expertise from local
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settings, they suggest that by utilizing core values and asking strategic questions, a coevolvlng technology can be serviceable to our needs. Certainly such a model makes
implicit assumptions about democratic and participatory commitments that may not be
found in many institutions but it can serve as a model.
Similarly a sociocultural model has been put forward by various authors as well,
as noted above. A role for education is perhaps clearer based on the above discussion.
There is a glaring need for teaching understanding of the social aspects of technology.
Coupled with this, however, is a role for education to promote ways of seeing that control
of technology is possible. The degree to which this is the case and even happening is part
of the goal of the research to be described in the second part of this dissertation. I
continue to look at the role of technology and educational reform and particularly in
relation to skills and preparation for future employment in Chapter 4.
However, given the inadequacy of the relationship of technology and education
described in this chapter, I sought another way of looking at the two - something that
could facilitate in a mediating capacity. As I stated in Chapter 1, some social science
research has acknowledged that increased knowledge can be argued to be concurrent with
increased uncertainty. In other words, risk can, I argue, be used to understand this
relationship between education and technology. But before we can understand this
possibility we need to look a little more at what risks ensue from computer education; or
rather more specifically how are risks built into what computer education does and the
purposes in educational policy and outcomes that it purports to serve? I have already
described some of this in general detail by focusing on a few specific areas of interest,
literacy and technology, educational technology, and computer-assisted language
learning. In order to broaden this description, I turn to an overview of the concept of risk
and the risk society in Chapters.
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Chapter 3
RISK
So now, research must in a new way direct all its prospects to taming the unleashed
energies of nature. What does this mean? It means; to securely establish the utility of
atomic energy and, even before this, to securely establish its calculability such that, for its
part, this making-secure constantly prompts the engaging of new safety mechanisms.
The force of the demand to render sufficient reasons thereby mushrooms into something
unmeasureable. The fundamental character of contemporary human existence that
everywhere works for certainty is consolidated under the force of this demand.
(M. Heidegger, 1991, p. 124)

Introduction
Risk, as a defining tool for the understanding of modem existence, has virtually
exploded in recent years. Is it really a new category of social experience? Various
perspectives suggest that it is not new; what is new, however, is our utilization of this
category as a way of bridging otherwise disparate phenomena, in understanding the
complexity of the present, especially in relation to large sociotechnical systems. The
word present in the previous sentence is not chosen without some elision since it is this
notion of understanding the present which is made both more dynamic but more tentative
by the associated notions of risk, which includes a complementary notion of possible
future(s). This is only one of the many problematics in trying to come up with a working
concept for risk.
Taking account of the large body of work which falls under the rubric of risk or
studies of risk is an enormous task. Typologies of risk categorizations may help to some
extent. In this way, one can at least delimit the scope of possible topics of coverage.
What I am interested in trying to establish in this section is a plausible narrative account
of both the genealogy of risk and its relation to social sciences in general, but also how it
can be utilized as an explanatory context in education and then, particularly for the topic
of this research.
While expansive projects have been undertaken with regard to risk, especially
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with the work of Ulrich Beck (along with Anthony Giddens) and Mary Douglas (and
associates), others who have written on the topic include many utilizing the
govemmentality perspective of Foucault. At least some mention must also be made of
the extensive work done on technology and risk in the form of risk assessment and
management as well as an even earlier tradition of risk analysis in relation to insurance
and economy. The reasons why I settle on the concept of risk will be outlined toward the
conclusion of this chapter but it makes some sense to start with a partial articulation here,
one that continues to build on some of the themes outlined in Chapters 1 and 2.
I begin with an overview of technical risk analysis. Then I locate an important
early contribution to risk theory in Frank Knight's work. Next I review sociological
theories of risk, including Douglas, Beck and others. I follow that with two sections, one
on critiques of the risk society theory and another extending sociological work on risk to
various fields, ecological theory, anthropology and policy studies. Then I look at
Foucault-inspired work, the govemmentality work on risk. And finally I look at the
notions of risk and computers.

Technical Approaches to Risk

As I have already argued there is a substantial body of work that has grown out of
the melding of categories which were previously kept apart from each other, distinctions
such as technology and society, computers and humans. Risk and risk analysis, by
definition, have developed in a world which finds it harder and harder to keep these
worlds apart. Even scientific analyses of high risk technologies often acknowledge this
in startlingly clear form (at least if one imagines a stake in maintaining the objectivity of
the enterprise of risk analysis).' It seems indisputable that the growth of risk is in some
^ For example in a recent article on the high risk of nuclear waste storage policy, ShraderFrechette (2000) argues for the ethical consideration of the rights of future generations to
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way connected to proliferation of complexes of technologies which I have argued in
earlier chapters can not be easily detached from the social networks. It is not only
philosophers of technology, illustrated by Heidegger's statement at the beginning of the
chapter, that point this out either.
While certainly not all with agree with these developments, i.e. the melding of the
technical with the social, statements found in the first issues of certain well-known
journals of the field are very instructive in this regard. Gumming (1981) asks the
question in an opening editorial in Volume 1(1) of the journal Risk Analysis, established
together with the Society for Risk Analysis, "Is Risk Assessment a Science?" While
noting that risk has scientific aspects, as well as those which could be call "transscientific" or interdisciplinary, he says, "the risk assessment process is an interface
between science and the society that created it and looks to it for advice" (p. I). In the
second editorial, Weinberg (1981), describing the "art" of risk assessment, adds, "we
must admit that even when the risk can be quantified, the setting of standards is
intrinsically a political act... [standards] must invoke some principle that goes beyond
mere quantification of the risk."
Going back a little further, in the journal Risk Management, which changed its
name and continued from National Insurance Buyer, in the July/August issue of 1969, an
editorial (Bland, 1969) argues that it is time to change the name from National Insurance
Buyer's Association to the Society of Risk Management as a way of professionalizing."
In the next issue, Altstaetter (1969, p. 42) writes, "never in the history of our business
have we faced such a monumental task as that presented by today's technological
explosion. The vast concentrations of values and attendant uncertainties as to loss

be considered. Her argument debunks the notion of ultimate conflict between
generations, and maintains the necessity of considering the rights of the yet-to-be-bom.
^ It was finally changed in 1975 to Society of Risk and Insurance Management
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stagger the imagination... The supersonic Concorde and Jumbo 747s are flying - soon
with passengers." Risk exists, in other words, in the concatenation of economic
uncertainty, technology and human interests. While it may ultimately be impossible to
come up with a single deflnition of risk that joins together all of the various nodes in a
specific field, the interplay of objective and subjective factors in a central preoccupation
in many discussions and disagreements as to the structuration of risk. Before probing the
individual strands of theorization of risk in more detail let us look at several typologies of
risk.
In the first issue of Risk Abstracts, Lind (1984) provides a diagrammatic
representation of the many dimensions of study related to risk. In a series of rings, risk is
conceptualized with the physical sciences on one side and the social sciences on the
other. Philosophy bridges the natural and the phenomenological on one side of the circle
while biology and the environment bridge them at the other end.
While not particularly helpful heuristically (the outer ring is described as context
while the two inner rings are incident risk and risk adjustment), the diagram simply
shows that nearly every social and physical science has an application which can be used
to analyze risk.^ Like the infamous object described by the six blind men in fable, risk is
usually described inadequately. Moreover, is it "one object?" (Lind, 1984, p. ii)
Kates and Kasperson (1984, p. 110) in the first of a three-part summary of risk,
list 20 professions and disciplines which are involved in research on risk, including,
epidemiologists, ecologists, legal and insurance scholars, psychologists, sociologists,
statisticians, and engineers, to name just a few. They also trace the growth in risk
perception and assessment to a number of factors includimg increased awareness of
potential technological risk. Chauncey Starr's (1969) well-cited paper is used, here as
^ In particular the placing of the technological directly next to natural sciences illustrates
a technicist bias to technological risk that is perhaps typical of the early 80s.
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elsewhere, to signal the marking of a new intensification in risk analysis, beyond the
limited technical-only focus/
Another typology (Renn, 1992) divides between objective or positivist analyses
and constructivist ones. Adams (1995) uses this distinction as well in showing how in
policy statements from both Britain's Royal Society and the U.S. National Research
Council, this distinction has been utilized but over time acknowledged to be unresolvable.
Employing the usual caveats about the failure of any overarching categorization, Renn
divides the technical (themselves further sub-divided into actuarial, environmental, and
engineering, including probability) and social (economic, psychological, social and
cultural) risk approaches. Risk includes both a descriptive and a normative dimension
since it attempts to describe reality but with an eye to molding the future. The future
orientation is, as I shall show below, fundamental to the concept of risk.
Renn (1992, p. 59) also outlines a fairiy potent critique of risk analysis, which is
limited to technical affairs in isolation from social factors. First, the perceptions of risk
differ in individuals and groups and thus depend on values. Second, the interactions
between human actions and consequences can not be captured simply by probabilistic
analysis. Third, institutional structures which attempt to manage or control risk may in
fact increase risk. Fourth, the distinction between lay and expert is not validated since
efforts to reduce risk can override equity, fairness, flexibility or other values. Finally,
individual exposure to risk is differentiated according to identity, lifestyles and other
factors, some of which are voluntary, and some of which are not.

* The founding in the U.S. of 3 major agencies, EPA (Environmental Protection Agency),
OSHA (Occupation Safety and Health Administration) and CPSC (Consumer Product
Safety Commission), established by acts passed in 1969, 1970 and 1972 respectively)
exemplifies a similar rise in interest in the assessment of technology-related risk in this
period. In Japan, from the early 70s onwards, a number of regulations were enacted to
control the use of chemicals, pesticides and pollution (Vogel, 1997, p. 438).
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Many of the more astute technical analyses of risk have attacked one or more of
these areas in an attempt to create more dynamic or contingent models of risk assessment
or management or combinations of the two (Jasanoff, 1993). Shrader-Frechette (1991)
calls for a middle position of "scientific proceduralism." There is plenty of evidence to
suggest that even v^ithin a fairly normative approach to technical risk analysis,
sociologists were pushing for broader acceptance of constructive orientations towards
risk epistemologies, preceding Beck's (1992b) seminal work (discussed below). For
example Clarke and Short (1993) point out the problem of reliance on institutions to
control for risk when such institutions can often be seen as amplifying the risk.
Similarly, Freudenberg and Pastor (1992, p. 399), writing that "risk conflict is a social
construction," by italicizing the word social, less than 10 years ago, seem to indicate the
newness of what is commonly accepted across the spectrum now. The question remains
as to how much construction (and how easily is risk construction measured) and by
whom and under what conditions?
Thus, technical risk policy now seems to have at least acknowledged that there are
various "songlines" of risk, as they are referred to by Jasanoff (1999). The perspectives
divide along the question of the reality of the risk (how much and how to measure it) as
well as how to address it (by whom and under what conditions). There is, in addition,
significant new work that starts from a realist perspective but acknowledges the
contingent nature of risk as well (Jaeger, et al., 2001).
While it may not be apparent at first, it should be noted that similar kinds of
relatively constructivist positions can call for different ways of addressing risks. One
position would call for a pluralistic solution to "meshing knowledge with action,"
(Jasanoff, 1999, p. 137) reforming or strengthening democratic channels for example,
while a second would look at risk as the mediation between knowledge and power.
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relativizing not only the construct but also the "solution."^
A comprehensive sociological typology of risk theory is summarized by Lupton
(1999) and provides a good starting point even if some of her categorizations may be
disputable. First bracketing techno-scientific approaches, she then divides the remaining
approaches into four categories; 1) structuralist or cultural, in which she includes, despite
their differences, both Douglas and Beck (described as "critical structuralist") 2) poststructuralist or discourse-based, in which she includes the Foucaultian inspired work on
govemmentality 3) phenomenological or hermeneutic, i.e.. situated meanings of risk and
4) psychoanalytical or work which focuses on unconscious processes. She further
divides perspectives between their constructions of risk as to weak (e.g. Beck) or strong
(e.g. Douglas) (pp. 25-31). As with the previous typologies, however, while giving us a
way of seeing the entire range this does not necessarily clarify what particular
constructions of risk in relation to particular "risk objects" (Lupton, 1999, p. 31)
accomplish or how they are naturalized beyond ascription to very general epistemologies.
Beck's location in the category of "weak constructionist," for example, is open to
question as I will note below.
In the following sections, I will attempt to make sense of some of these divergent
strands while at the same time limiting the scope of the discussion to that which is
essential for an understanding of my subject, computers and education. I must do this in
several steps. First I will outline a brief development of the concept which will focus
primarily on the social aspects of risks. This must for obvious reasons be inadequate as a
full-blown genealogy of risk, which has been attempted elsewhere (but somewhat

^ It is necessary to put the word solution in quotes because in the tradition of Foucault
what is seen as a solution is something that is not necessarily better - it is the assemblage
of techniques, plans, devices that fit for a particular set of circumstances. I will address
Foucauh's work on govermientality in detail below.
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inadequately in my opinion).^ The various strands of risk study are seemingly disparate,
ahhoiigh origin stories seem to coincide for many with the early shipping industry and
insurance. Indeed, one of the main strands of risk study has to do with insurance and
economics.
In the second stage I will elaborate more fully the theory of the risk society and
individualization as outlined by Beck, Giddens and various others who relate it to
particular institutional studies. Again this is a complicated truncation because of the
partial overlap with notions of govemmentality deriving from Foucault (1991). Finally in
the third section, I will begin to link the discussion of risk to computers, briefly as I will
continue this both in the analysis of the data as well as in the concluding chapter.

Social Thwries of Risk
The problem [of risk] therefore returns to the social dimension, to society, and
finally to politics ... The fascination with technology, decision making, and the risk
syndrome goes to the point that we even try to capture it in our semantics. We
incessantly search for decisions, be they political decisions with which we counter this
problem, or evade it, or in any case try to neutralize or delay it. We defme as a risk not
doing something that could possibly help. It would be inconceivable, even irresponsible
to not tiy what is possible, even if only to redistribute the risk. Nothing speaks against it
and everything for it... We no longer belong to the family of tragic heroes who
subsequently found out that they had prepared their own fates. We now know it
beforehand.
(N. Luhmann, 1998, pp. 72-4)

The exact origin of risk is unknown but there seems to be some agreement that the
word found its way into English by way of Spanish and Italian in the late Middle Ages.
Luhmann (1993, p. 9, also Alaszewski, 1998, p. 4)) argues that the word may be of
Arabic origin, risq^ while others trace it to the Latin risicum. Bernstein (1996, p. 8) states
^ The most informative accounts are Alaszewski, 1998; Bernstein, 1996; and Luhmann,
1993.
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that it derives from Italian risicare and means "to dare." His analysis follows the origins
of laws of probability in Pascal and Fermat and calculations that made wagering more
reliable. Pascal's wager regarding the existence of God is of course well-known but he is
also credited with the notion that harm should be considered as both the degree of
magnitude and the probability of its occurring (p. 71). Early uses of the word risk were
in applications of maritime shipping insurance. While there are other instances of
indemnification for loss before the insurance industry became established, it is worth
noting the informal start of one of the world's most famous insurers. Edward Lloyd
opened a coffee house in London in 1687 and in 1696 started providing information in
the form of "Lloyd's List," regarding arriving and departing ships. Gradually, this
location became the center of insurance brokers as well and underwriters diverged from
insuring ships to all manner of items.
In 1720 the first two insurance companies in England were established (pp. S991). Meanwhile the word risk spread gradually to other fields and in quotations from
Samuel Johnson in his dictionary of 1755 has both positive and negative functions
(Alaszewski, 1998, p. 4). Risk, as Luhmann argues, is a situation or set of situations
which are constantly in danger of "slipping out of the protagonists grasp... we cannot
gain siifficient knowledge of the future', indeed not even of the future we generate by
means of our own decisions" (1993, pp. 12-13, italics in original).
It is this dynamism of the risk concept vsrith an alternating concept that of
uncertainty which has been the source of much debate. In a reference in early work in
economics which has become standard, Frank Knight employed a distinction between the
two which has been the source of much subsequent discussion, not only in economics,
but more recently in sociology as well.
Knight's (1964, originally published in 1921) work Risk, Uncertainty and Profit

98

was an attempt to critique the standard models of macroeconomic theory that have been
ascendant until recently focusing on equilibrium. In order to understand the context of
Knight's innovation in economic theory it is important to trace, as Blaug (1997) has, the
notion of entrepreneurship from Adam Smith who separated the functions of capitalists
and managers. Blaug writes that Smith "did use the terms 'projector and 'undertaker' as
English equivalents of the French word 'entrepreneur' but only as synonyms for the
business proprietor" (1997, p. 441). He adds that this was standard for English
economists of the time and it is only with the Johann van Thunen's 1850 publication of
The Isolated State, that the entrepreneur's role was first explored. This classic statement
involves calculation of profit as the amount which is left over after payment of interest on
invested capital, wages, and an insurance premium against calculable risk (Blaug, 1997,
p. 443).'
Knight's irmovation, and the one for which he is most often cited, was to draw out
further the distinction between uncertainty and risk. While he dramatically starts with the
assertion that "there is little that is fundamentally new in this book" (1964, p. vii), he has
been remembered for the notion that risk designates measurable uncertainty, while
unmeasurable forms are true uncertainty (p. 233). And it is the latter that is valorized as
in the following: "Profit arises out of the inherent, absolute unpredictability of things, out
of the sheer brute fact that the results of human activity cannot be anticipated and then
only in so far as even a probability calculation in regard to them is impossible and
meaningless" (p. 311).
Knight's analysis continues however by showing that in many cases uncertainty
becomes risk. "If it is objected that practical difficulties may prevent insurance even

' Von Thunen (1960, pp. 246-8) writes that surplus, or profit, is dependent on risk
because "no insurance company ... will cover all and every risk connected to business"
and thus the entrepreneur becomes an "inventor and explorer in his own field."
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where the risk in determinate, the reply is that insurance, the technical sense, is only one
method of applying the same principle" (p. 47). Uncertainty can be reduced by certain
strategies, scientific research, compilation of data, other "clubbing" or pooling methods
such as large-scale organization, as well as vaguely outlined "control of future" or
"slowing up the march of progress" (p. 347). Uncertainty is a necessary aspect of
economic activity, which nonetheless is a boon to the entrepreneur, while being a
technique of mastery for the manager. In other words, the manager will attempt to bring
the realm of uncertainty into the realm of risk and thus use strategic means to control it as
part of the cost of production.
A recent footnote to this discursus into economic theory is to point out, as Blaug
does, that theories of entrepreneurship have been elaborated on by the Austrian school of
economists, descending from Mises and Hayek.^ Blaug argues that the "Austrian theory
of entrepreneurship reduces entrpreneurship to any kind of arbitrage and in so doing
wipes out most of the crucial questions that have been traditionally posed" (1997, p. 447).
In the next section, I will introduce sociological theories of risk by illustrating how
Knight's distinction has been deployed and analyzed and how competing positions are
shored up under alternative readings but I will return at various points in this chapter and
next to economic questions related to risk and uncertainty.

SociglQsical applications of Knight's distinction.
I have spent considerable time on applications of Knight's distinction in
economics not only because it is one that is cited frequently as a early predecessor but
^ Kirzner has written on disequilibrium and has in fact utilized some of the distinction in
Knight's work, using the term "radical uncertainty." However he argues that the
Austrian school places a higher ethical premium on entrepreneurship than Knight who at
times seems to imply that profit from uncertainty is close to luck (Kirzner, 2000, pp.
110-113).
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also because it has spawned an interesting case of secondary analysis related to projects
which I will describe in the coming sections, namely those centered around the risk
society and those drawing on govemmentality.
As noted at the outset there are numerous distinctions in the overall growth of the
study of risk in the 20th century. While any selection of domains is likely to be
somewhat arbitrary given the interconnected nature of risk, the inextricable
coimectedness between, for example, nature and society, technology and humans, I will
focus on various sociological models of risk.
Reddy (1996) argues that the "triumph" of risk over uncertainty in economic
theory has been instrumental in the formation and legitimation of bureaucratic expertise.
His focus is on the calculability of risk or risk management which has matured into a
field in its own right. Reddy's analysis is heavily tied to the notions of risk society (see
below) of Beck and Giddens, but his argument is that it is economics which has imbued
policy and "practical engagement" with its dominant notions (p. 225). Reddy argues that
Keynes, among others, was inspired to some degree by Knight's analysis. But that this
version of Keynesian economics incorporating radical uncertainty (investors "driven by
'animal spirits,'" a spontaneous urge to action in the face of uncertainty, Keynes cited in
Rosser 2001, p. 547; Reddy, 1996, p. 229) was ignored while risk became the more
central concept. This conclusion is supported by Rosser (2001), who argues that Keynes
believed that investors utilize a "[bounded rationality] attempting to learn from the
behavior and attitudes of those nearest to them and from the most dramatic or salient
events of phenomena that capture their attention" (p. 557).'
Reddy concludes his argiunent for a restoration to the creativity of uncertainty as
a democratic enterprise. "Probabilism and the image of calculability of risk by experts
' He also states that Keynes' view of uncertainty was "hijacked" by later writers such as
Tobin who turned it into a measurable quantity.
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has served as an important buttress to the authority and legitimacy of the abstract
institutions in which individuals have been asked to repose their trust in conditions of
modernity." (p. 247) The use of the word modernity is a clear indication of the reliance
on fireworks espoused by Beck and Giddens, as will be made clear below.
However writing from a much different perspective O'Malley (2000) argues that
uncertainty is "distinctive modality of governance," one which "relies on both a creative
constitution of the future with respect to positive and enterprising dispositions of risk
taking and on a corresponding stance of reasonable foresight or everyday prudence" (p.
461). The argument incorporates notion of hybrid forms of risk and uncertainty in the
service of understanding the types of governmental technologies that are at work in neoliberal subject formation.

In other words, how is it that rationally calculating

enterprising subjects in liberal or even neo-liberal states work with uncertainty as a
technique for invention.
While the nuance of these two arguments may be not be so much at odds, Reddy
with his assertion that uncertainty contains a key to more democratization, and O'Malley
with his claim that uncertainty is but another modality in the array of governmental
technologies by which subjects form themselves, the commonality in the two arguments
is the re-working of Knight's concepts. And as with Knight, the interplay between the
two, uncertainty and risk, is what gives dynamism to their argument, as well as opening a
space for political analysis through a preliminary discussion of how power is mobilized.
In the next sections, I will turn to a fuller discussion of the lines of inquiry
surrounding risk and sociological approaches to risk.

Risk and Culture
An original approach to the questions of risk came in the early 1980s in the work
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of Douglas and Wildavsky (1982) and is known as the sociocultural theory of risk. This
approach has been elaborated on in Douglas (1992), Wildavsky and Dake (1990), and
others, including Rayner (1992) and Adams (1995).
The strength of the sociocultural approach is, in a word, to show that each and
every position in relation to risk contains subjectivity. Hence the framing of the problem
of risk spans a number of aspects, perception and politics as well as the obvious emphasis
on sociocultural biases. The problem can be stated as "substantial disagreement remains
over what is risky, how risky it is, and what to do about it." (Douglas and Wildavsky,
1982, p. 1) In some ways their analysis overlaps with an emphasis on ideological
orientation, as Wildavsky and Dake (1990, p. 56) make clear. "Whether as political
ideology or cultural biases-worldviews best account for patterns of risk perceptions."
They proceed with their analysis based on a two-by-two demarcation of typology
of grid and group, which can be reduced to four worldviews, fatalism, hierarchy,
individualism, and egalitan'anism. Each is then linked to a particular rationality towards
risk. For example individuals in a strong group and low grid category (characterized as
egalitarian, environmentalists, for example) are apt to feel negatively toward risk.
While 1 have noted the strength of the argument that risk is constructed as
exemplified in statements like "the nature of risk is an extraordinary constructed idea,
essentially decontextualized and desocialized (1982, p. 73). Douglas also sees risk in
relation to concepts such as globalization (Lupton, 1999, pp. 47-48)
This points to one of tlie weaknesses in the approach. It seems unable to contain

One of the strongest critical expositions is directed at the normative strategies of risk
assessment of which Douglas and Wildavsky identify four; 1) a method of revealed
preferences (what risks people take and the costs and benefits identified), 2) a method of
expressed preferences (used in surveys, for example), 3) method of natural standards
(based on an a priori concept of nature's resilience or purity), and 4) cost-benefit
analysis. Each of these is discussed in relation to their various biases (pp. 68-70).
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categories of risk in a purely cultural perspective. And whereas Douglas takes Beck to
task for politicizing and extending the concept of risk (1992, pp. 45-6, 51), she seems
unable to take account of her own political viewpoint (Wilkinson, 2001a, p. 110). Lash
(2000, pp. 48-49) describes the argument of Risk and Culture as "profoundly and openly
conservative," since it can be viewed as an attempt to defuse the radicalism of sectarian
politics and rise of environmental activism in relation to risk- aversion." It is notable
that the book concludes with an acknowledgment of its own "bias towards the center."
(1982, p. 198) However as Smart (1999, pp. 86-7) makes clear, such a bias is also
focused on responsibility of a "reflexive sociology" (Douglas, 1992, p. 261) critiquing
policy, which in turns checks the expansionary pressure from the center. And in this
respect, we shall see that Beck, starting from a very different perspective, runs into the
similar difficulties in proposing viable ameliorations.
A much more devastating critique is to be found in Boholm (1996), who argues,
eschewing personality as an explanatory device, the linking of worldview and orientation
to risk is reductionist and simply is unable to explain the competition between
worldviews and how people change from one to the other. Instead of a unified theory of
risk perception, Boholm argues in favor of a polythetic concept, one that can focus on
symbolic meanings and treat risk as "revealed" in various contexts. Emphasis on
constructed risk is not only abstract "but is further emphasized by the multitude of
culturally constructed 'risk objects,' each of which will have complex meanings and
ambiguous associations" (p. 81).'^
" Shrader-Frechette (1991, pp. 225-6) notes that Douglas is much less critical of
populist evaluations of risk than Wildavsky
Lash (2000; see also Lash and Urry, 1994) has attempted to revitalize the concept of
risk culture, repositioning it away from the more "realist" risk society (see below), while
rejecting the fine-grained distinctions that Douglas adheres to. As these developments
overlap with more anthropological work that has reworked the risk concept in
anthropology, I will delineate them in more detail below.
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A final point worth raising is that Douglas (1992, p. 14) argues that Japanese have
no word for risk, a point which I would argue against from my own perspective. Vogel
(1997) confirms that a romanized form of Japanese exists"'risiku" which is used, in my
experience, in discussing possible operation scenarios during illnesses. He adds the
frequently made assertion that the occurrence of natural hazards affects Japanese social
psychology and may partially account for why risk has been less developed than in other
industrialized countries.'^ Douglas' utilizes the linguistic ambiguity from Japan that risk
"becomes a stick for beating authority, often a slogan for mustering xenophobia" (p. 39).
However, the contention that without the word risk, political choices are presented in a
much more straightforward manner is simply wrong, in my opinion.
Evidence is provided in Lofstedt et al. (2000, p. 158-9) that since the early 1990s,
Japan has been transitioning to a "risk-based and preventive approach of open and
informed regulation" in environmental policy. In 1994, one of the offices of the
Environmental Agency was reorganized to be the "Office of Risk Assessment."
Moreover a "product liability" law passed in 1995 allows consumers to make more
informed choices, they argue.

The Risk Society

The risk society is primarily associated with the work of Beck (1992 a and b,
1998a and b, 1999, 2000a and c) and also can be found in Giddens (1990, 1991, 2000).
Other works of compilations that utilize the concept include Beck, Giddens and Lash
(1994) and Adam, Beck and van Loon (2000). As this is a tremendous amount of work

Jinushi (1975-6) provides evidence of Japan's early growth in chemical and heavy
industries to the point whereby in 1970 Japan had the largest concentration of such
industries in its industrial base in the world. Thus it would be counterintuitive to argue
that risk developed more slowly in Japan due to later industrial development.
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to cover in an overview, I will outline some of the prominent themes, especially those
which are of direct interest to this dissertation, and then move on to some critical work
which has taken the risk society as its starting point. Another whole body of work that
has often appeared critical of the risk society is associated with Foucaultian
governmentality (Burchell et al., 1991) and will be dealt with separately below. One of
the problems of giving a summary of Beck's work is that not only has he seldom laid out
his ideas in a systematic way (as noted by many of his critics), but also later work has
expanded on particulars that were either undertheorized in the initial treatment of risk
society or written as partial rejoinders to some of the challenging rebuttals to various
parts of his work. In what follows, then, I will focus primarily on the original outline but
also largely supplementing that with discussion from a more recent publication World
Risk Society (1999).
Risk Society (1992) was originally published in German in 1986 in the year of the
Chernobyl disaster. Beck's thesis can be outlined as a series of interconnected themes in
which it is at its strongest and simultaneously its weakest since there is little evidence
provided, aside from almost anecdotal asides, as well as having relatively few references.
There are three basic, but interlocking, propositions that Beck puts forth. 1) Advanced
modernity (the society of the present industrialized countries) produces, in addition to
wealth, a growing set of risks, which are defined primarily with reference to the
environment, and which threaten to overwhelm it. These risks are often invisible,
irreversible, and open to social construction 2) Modernization becomes reflexive, in that
the control of risks becomes the focus of institutions and individuals alike; thus changes
in the family, work lives, and personal lives of individuals are also affected 3)
Knowledge gains a new political significance as the social, economic and political
consequences of side effects of risk increase and science itself is challenged.
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What are risks and are they really different than in previous historical periods?
On this question Beck is not particularly forthcoming • suffice to say that the utilization
of the risk concept for Beck is more paradigmatic than it is technical and historical.
"Risks are an incidental problem of modernization in undesirable abundance. These
must be eliminated or denied and reinterpreted" (1992b, p. 26, italics in original). The
prototypical example of risk for Beck is, not surprisingly, radioactivity and illustrated in
his much quoted dictum, "What would happen if radioactivity itched?" (1999, p. 71)
The answer, for Beck, is that knowledge of risk brings a further set of decisions to be
struggled with. Thus the risk society is tied up with a notion of democratic politics,
mediation through argument (1992b, p. 27), which he calls sub-politics or "direct"
politics, as well as aporias in the administration of modem institutions, a notion which is
also present to some degree in Giddens. Here it is important to note the beginning of a
doubt about the serviceability of the critique in contributing to resolutions, since if
institutional reforms are blocked, then politics writ small is unlikely to lead to much.
However, democratic, and political, responses to risk are of course an important
aspect of Beck's elaboration, one that allows him to avoid being simply " cynical," and,
instead, be "clinical" about the way knowledge comes to be used to build the basis for
action (the phrase is found in Bauman, 1999, p. 2, but attributed to Bourdieu).
Giddens writes, "many people, as it were, make a 'bargain with modernity' in
terms of the trust they vest in symbolic tokens and expert systems. The nature of the
bargain is governed by specific admixtures of deference and skepticism, comfort and
fear" (1990, p. 90). Beck calls attention to "gaps" between different rationalities, social
and scientific. "Risk research follows with some embarrassment in the footsteps of
'technophobia' which it was called upon to restrain" (Beck, 1992b, p. 30). One can see

Others have also addressed this topic in more detail (Hiskes, 1998).
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immediately that the three areas outlined above weave and fuse into each other in a
manner that is strongly meshed with Beck's writing stylistics, both effusive and
provocative.
As with Luhmann's (1993, pp. 33-49; 1998, pp. 72-73) emphasis on the binding
qualities of future orientations to the concept of risk,'^ Beck attempts to describe how the
future bears in on the present. The past is no longer as important as the future in
determining explanations, responses, courses of actions (1992, p. 34). In this way
experiential logic is reversed. "Second-hand non-experience" becomes the paradoxical
method for belief in and criticism of science (p. 72).
In fact the more widely one examines this concept of future in relation to risk, one
can come across other articulations of it, from Giddens' (1991, pp. 125, 129) discussion
of "colonization" of the future (also Franklin, 1998, p. 11) to Ewald's (1991, p. 207)
observation in relation to insurance that calculation of risk is "to discipline" the future.
Perhaps an important reason Beck's analysis has gained in popularity is his ability in the
crafting of terminology. Following the citation below. Beck continues to relate risk not
only to environmental crises but also to globalization as the "magic wand" that can be
used to restructure labor.
The past loses its power to determine the present Its place as the cause of present-day
experience and action is taken by the future, that is to say, something non-existent,
constructed and fictitious ... Believed risks are the whip used to keep the present day
moving along at a gallop. The more threatening the shadows that fall on the present day
from a terrible future looming in the distance, the more compelling the shock that can be
provoked by dramatizing risk today."
(Beck, 1999, p. 137)
The above citation leads to another important point that is often discussed by
For an interesting exploration of Luhmann's contingency of the future read against his
own work, see Gumbrecht (2001). He argues that our particular way of relating to the
future is to act as if the future were both necessary and impossible; insuring ourselves for
failure in other words.
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Beck and others in critiques of his work. To what degree are risks real or perceived?
Certainly, Beck argues for the inseparability of society and nature (1992b, pp. 80-84),
what others have called the end of nature, and for the need to understand risk as
generated in the space between value and fact, science and the economy, theory and
practice (1992b, p. 70), but in his later work he also makes this more explicit, for
example, citing Latour and Haraway approvingly. His analysis is both realist and
constructivist (1999, pp. 23-33, 134-5) using each pragmatically and accordingly. Risks,
in other words, are hybrids. "[Risk] is the way the 'hybrid society' watches, describes,
values, criticizes its own hybridity (1999, p. 146; 2000c, pp. 221-2).
To sum up the first section, risk are problems "resulting from techno-economic
development itself and are "a systematic way of dealing with hazards and insecurities
induced and introduced by modernization itself" By definition, they bring about a
reflexive phase of modernization (1992b, pp. 19-21).
The second part of Risk Society deals with topics subsumed under the description
individualization. It is here that Beck's work overlaps most closely with Giddens'. For
Beck, the de-traditionalization of society means, especially in the demise of the welfare
state, that individuals now become responsible for their own state of affairs. Inequalities,
and social crises, become individualization of social risks. Psychological management of
risk through "individual achievement orientation" increases in importance (1992b, p.
100). In this respect Beck's ideas corresponds very well with the Foucaultian
perspective (below). The relation of ego and the world is turned "on its head" as
individuals are encouraged into "self-formation" strategies while "opened on the other
hand to the virtually infinite. Everything which appears separated in the perspective of
systems theory, becomes an integral component of the biography: family and wage labor,
education and employment" (1992, p. 136, italics in original). "Biographization," or
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creation of a "do-it-yourself," elective, tightrope, breakdown, or risk biography (1998b,
pp. 78-9;1999, p. 12; 2000a, p. 70; 2000b, p. 166)'® is required by the proliferation of
uncontrolled risk and the "organized irresponsibility" of institutions (Beck, 1995,
Franklin, 1998, p. 18) in response. Lwingyour own life is valorized across Europe and
North America (Beck, 2000b, p. 164).

It should be clear that the concept of

individualization maintains a structural focus while attempting to show how individuals
participate in their misrecognition, following Bourdieu, of their respective risk portfolios
as individual problems.
Giddens sets up a dichotomy in what he calls the "double-edged" (1990, pp. 7,
10) character of modernity between trust and risk, although it should be noted that in
other places he states that they are intertwined as in the case of "acceptable risk." (1990,
p. 35). He describes a "trajectory of the self (1991, pp. 70-108), much in a similar vein
as Beck. Stability or ontological security (1990, pp. 92-100; 1991, pp. 36-42), while to
be sought after and necessary on some level, must be traded off against risk. This is for
Giddens the self as "reflexive project" and given time and resources "a partial or more
full-blown reskilling in respect of specific decisions or contemplated courses of action,"
(1991, p. 139) can be undertaken.
It also appears that for Giddens, risk can be a little more positive than it is for
Beck (who mentions its positive varieties but seldom elaborates). "The deliberate, and
frequently creative, manipulation of this boundary [between confidence and insecurity] is
one of the main inspirations of forms of cuhivated risk-taking" (Giddens, 1991, p. 182).
While this is a analysis which at first glance looks to be primarily related to individuals, it

Beck and Beck-Gerasheim (1996, p. 46) acknowledge that some of these terms are
borrowed from other authors.
This could just as easily be said to typify Japan in my experience of what young adults
want from life.
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is meant to carry the burden of structural causality.
Giddens also uses the term "manufactured uncertainty," (Giddens in Beck et al.,
1994, pp. 184-5), a term which Beck (1999) utilizes in his later work, and one that later
morphs to "manufactured risk" (2000, p. 44) in Giddens' recent conception. Thus, one
can make the argument that Giddens has become progressively more interested in
understanding social processes in terms of individual (albeit in groups) adjustments to
risk. He points out the entrepreneurial benefits of risk (p. 21) as well as the need to
create and re-create identity much more actively than before (p. 65).
There is general agreement that Giddens' work has been more amenable to
normative bias (Lash, 1994, p. 117; Lash and Urry, 1994, p. 38; McGuigan, 1999, p. 124)
and government intervention (Gane, 2001, p. 82) because of a greater stress on the
psychological necessities of trust in expert-systems. However, it may be that Beck is the
more critical/utopian, and thus open to the ironic charge of posing impracticable
reformist outcomes (Smart, 1999, pp. 47,77).
Included in the exposition of risk and individualization is a formulation of work in
the new economy, which Beck terms destandardization of labor (1992b, pp. 139-150).
The new work regime is described more fully in Beck (2000a). Individualization feeds
into politics (if it can be recognized as such) and out of new and old employment
patterns, the old trying to hold its own against encroachment. "There is beginning to be a
search in the institutions for the lost class-consciousness of 'up there' and 'down here'...
In short, a double world is coming into existence, one part of which cannot be depicted in

Similar to Beck, he outlines a set of propositions about risk, four of which are related
to "objective distributions," 1) globalization in intensity 2) globalization in expanding
contingency, 3) created environments of socialized nature, and 4) institutionalized risk
environments. The last three which are subjective and are related to perception, 5)
awareness of risk as risk, 6) wide distribution of awareness, and 7) awareness of the
limits to expertise. (1990, pp. 124-5).

Ill

the other; a chaotic world of conflicts, power games, instruments and arenas which
belong to two different epochs, that of 'unambiguous' and that of 'ambivalent'
modernity" (Beck in Beck et al., 1994, pp. 16-7). While it is possible that changing
work patterns are partly responsible for the "social structure of ambivalence" (2000a, p.
3; see also Beck et al., 1994, pp. 28-9) which Beck posits, this is not breaking very much
new ground, since the basic outline can be found in other more detailed analyses (see
Chapter 4).''
The third set of themes which both Beck and Giddens have used extensively is
that of reflexivity, connecting it with knowledge and relating it to their discussion of a
second, reflexive, or global modernity. Beck makes clear that he thinks his usage is
somewhat different than that of Giddens. Succinctly put. Beck makes the claim that, for
Giddens, reflexivity consists of more knowledge, defined as ontological security (related
to his notion of the need for institutional trust, see Lash in Beck et al., 1994, pp. 117-8)
while for Beck it means "more or less reflexive unawareness." (1999, pp. 119-121) or
put another way, "not only is the knowledge base incomplete, but more or better
knowledge often means more uncertainty" (1999, p. 6).
As risks are brought in to the public domain for discussion " a battleground of
pluralistic rationality claims" is opened and it is through the contestation of claims and
defenses over objectives and action plans that "constructions of irrelevance" or buckpassing becomes the accepted means of normalization. This is quite a nuanced argument
which I will not try to reproduce here but suggest that it has been partly a response by
Beck to earlier criticism of his work as leading back to the kind of scientific-technical
rationality, responsible for many of the problems, then being posed as a solution, if only

Also the rallying cry that Beck produces for a new consciousness, "Cosmopolitans of
the World Unite!" (2000a, pp. 176-9; also 1999, pp. 1-18) is less than universally
inspiring.
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it can be reformed (see below).
Included with knowledge, then, is a need for ethical behavior and here Beck does
not seem to have as many insights. Or rather those that are offered are either critical or a
kind of Utopian hope for neo-Habermasian renewed consensus. Both of these
perspectives can be seen in Beck (1995) where he writes that "ethics alone does not help;
it conies along too late, trailing behind, its point of view that of an alien world. It has no
more effect than a bicycle brake on an intercontinental aircraft"(p. 504).
However his proposal for a "council of technology" or simply "institutional space
and occasions for public debate on different technologies" (505-6) is underwhelming.
Turner and Rojek (2001, p. 41) note the irony in Beck's having garnered a better
reception than Habermas for a universal pragmatics (the phrase is Turner and Rojek's),
precisely because of the appeal to physical harm embodied in his key concept of risk.
But that leads us into the critical literature of the risk society which requires a section of
its own.
As many other commentators have noted about Beck's work, it is not easy to
make even a provisional assessment. What is most striking is the sheer amount of
malleability in his thesis. As I will briefly show below the number of applications of his
work is impressive, as is the degree of discussion that it has generated across disciplines.
While serious criticisms of his work can be easily generated, it seems almost indisputable
that he (and to a lesser extent Giddens) has tapped a fundamental category of social
experience in the present age, no matter what we call that age.

Critiques of the Risk Societv

First of all, many have called into question the nature of a theory which purports
to be universalizing when it can be seen as exemplary of certain tendencies in present-day
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Germany or at most modem Western societies (see Dingwall, 1999, pp. 475-6 for
exposition of the unique features of postwar Germany; also Scott, 2000, p. 35).
This criticism moreover relates to several corollary and more important
discussions. One is based on Beck's assertions that risk replaces class in the risk society,
which may again be more 'true' in the case of Germany than many places. A weak form,
that risk continues to affect different class positions differentially (Bronner, 1995;
Draper, 1993; Marshall, 1999) and a strong form, that risks and class differentiations are
increasing correspondingly with each other (Rustin, 1994; Dryzek, 1995; Engel and
Strasser, 1997), are elaborated by various critics.^" The problem of lack of sufficient
attention to socioeconomic variables, like the initial point that Beck is analogizing to the
world from the local perspective of Germany is perhaps the problem of writing in
grandiose terms. It may also be that in his desire to replace a class-based critique. Beck
has too eagerly replaced it with a science/technology critique based on idealistic hopes
for exceptional reform (Pearce and Tombs, 1996, pp. 448-9).
An interesting sidebar to the problem of class and risk is the tendency for the rich
to buy their way out individually, thereby increasing the risk of the collective community
left outside. Or further, it may be that some risks are now democratizing, as Beck claims,
but they may be the very ones that the rich and powerful, as they feel threatened, force
into public awareness. (Bauman, 1992, p. 25).^'
As with many critiques, some of what is objected to may have been explicated in

Bronner(1995) raises the problem of political responses in the form of movements,
which he argues are often co-opted as "interest groups" (p. 80).
Moreover, there is indeed a decline in class consciousness as implied throughout by
Beck, then what would the political subject consist of (Lidskog, 1993)? I am not
focusing on politics here to any extent but the conception of "sub-politics" which is
sketched out in various places (for example, 1992b, pp. 183-235; 1999, pp. 91-108), has
not been particularly convincing. More evidence of this is given in the section on
ecological theory applications below.
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more recent work, so that for example Beck by calling a later book World Risk Society
signals an intention to address this issue. Similarly, an entire journal issue on the risk
society and Korea has appeared (Beck, 1998a, Chang, 1998), in which the Korean
authors make modifications to the concept of risk society to fit the particular context of
Korea but find the risk society concepts useful to think with. This discussion is also
continued below in reference to the applications in anthropology and cultural theory.
To what degree is the risk society really a rupture or a break with pre-modem and
fully modem societies? This is of course a huge discussion, one that I will not cover in
any detail but simply note that many have questioned this aspect of the risk society.
Tumer (1994, pp. 180-1) notes an earlier period of trans-national even transoceanic
epidemics such as syphilis and the bubonic plague as well as the ravages inflicted on
native peoples in the Americas and Australia by the immigration of Europeans.
A number of important critiques have been made regarding the risk society and
Beck's work on particular components of the content and style. Adams has addressed
what he calls the pessimism, in Beck's account, together with the optimism in the
sociocultural account, identifying it with Wildavsky, while pointing to the overextension
in both.
It is almost as if the authors have not read their own books. Risks are culturally
constructed not because people prefer make-believe to facts, but because, at the point of
decision, sufficient "facts" are unavailable. Wildavsky believes that most of the claims of
harm from technology are false, or unproven... [Beck and Wildavsky] retreat to this
rationality with the intention of reforming it. Beck continues to view the world as
precarious, but with a little pocket of safety within which the human race can shelter if,
with the help of good science, it identifies limits beyond which it must not go, and if,
with the help of good government, it manages to keep everyone within these bounds.
(Adams, 1995, pp. 194-5, italics in original)

Wynne (1996 and Wynne and Dressel, 2001) argues that Beck's lack of
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reflexivity with regard to expert versus lay opinion mobilization in conflict has the effect
of reproducing the dialectal structure of nature/society debates which he ostensibly
criticizes. This has implications for both the types of social interactions and cognitive
constructions related to risk and stems from "a more basic lack of recognition of the
cultural/hermeneutic character of scientific knowledge itself" (1996, p. 45) The term
"borderline knowledge" is utilized to suggest the much more complex nature of closure
that occurs around types of "logical constructions" in relation to particular contexts and
institutions (Wynne, 1996, pp. 57-8 and Wynne and Dressel, 2001, pp. 129-130)."* This
discussion is continued below in the section on policy applications.
Wilkinson (2001a and b) is critical of both Beck and Douglas since neither
attends to a "hermeneutics of risk" or the perception of risk in sufficient detail, what he
terms anxiety (also Scott, 2000 who prefers "angst"). In this respect, Wilkinson also
points to the mediazation of risk and how individuals make sense of it as an important
line of research.*^ Work which extends Beck's analysis to media (van Loon, 2000a)
suggests there are fruitful possibilities for application of the risk concepts to phenomena
such as moral panics over news, information overload, cyberaddictions, cybercults,
cyberfraud, and "the hallmark of cyberrisks, the computer virus" (p. 238).
Szerszynski (1999) has also followed such a line of thought while suggesting that a
performative speech act theory can also be used to explain lay acceptance of public
policy and expert advice. In other words, the conditions under which individuals express
trust in institutional accommodations to risk may exhibit a further ambivalence; they are
tentative arrangements as those affected try to reconcile their inability to understand all
that is involved with their conditional acceptance of unavoidable risk. The role of
research is portrayed as a resourceful bridge between those affected and those governing.
"It may well be that the risk researcher is being 'speech-acted' into a moral responsibility
to act as such an intermediary, even if they would not have freely chosen such a role" (p.
250).
As one example, Raymond (1985) looked at newspaper articles on topics such as
"jumpers," those who expose themselves to radiation for short periods in nuclear
facilities either for maintenance or crisis management, illustrating the complexity of
multiple perspectives.
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While pointing out that both Douglas and Beck's work are related to polemical
viewpoints, Wilkinson also contends that Beck's work "seriously underestimates the
levels of contradiction, incoherence and disagreement which comprise the ways in which
these groups actively make sense of [risk]." (2001b, p. 14) This is part of the critique of
Beck's work which states that he deals very little with empirical data but prefers to paint
the broad strokes of a world society in rupture. Some question whether risk is not simply
an abstract and professional jargon concept since risk does not appear in everyday
language with such frequency (Edelstein, 2000, p. 136).
Indeed, others have criticized the Hegelian nature of Beck's analysis and the
imperative style of the prose with large parts in italics. There is a curious degree of
announcing to the world what has been missed by the world, curious even more from the
lack of reference to Douglas (Turner, 1994, p. 180) for example or Lagadec (1982,
originally in French 1981), who had written about politics and risk well before Beck.*''
Lagadec is particularly astute in his analysis of the systematic tactics of power,
obfliscation, solemn promises, and discrediting unwelcome academic expertise used to
control public risk perception on the part of authorities.
Related to the above problem of the heterogeneity of risks (Adam and van Loon,
2000, p. 26) is the contradiction of a realist ontology and a constructivist epistemology
(Cottle, 1998; van Loon, 2000b, p. 168). To the degree that this ambiguity is present in
Beck's work, one wonders if it reflects the lack of sufficient empirical data or rather old
problems of structure and agency that are redistributed in every new theoretical approach
to the social sciences. Another way to look at this problem is to notice Beck's focus on
catastrophic risk in the earlier work (1992b, pp. 24, 78-80) which has lessened in the

^^Beck (1999) however does cite Douglas and addresses the work of Wildavsky. Lagadec
is also cited in Beck (1999).
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later work."^ Risk targets, risk resources (in the sense of being amenable to theoretical
analysis) do change over time.
A different problem has been addressed in the work of Turner (1994; 1995; 1997;
Turner and Rojek, 2001). Turner is a prolific writer who incorporates numerous projects
into his own work, some of which has focused on medical sociology. He has attempted
to draw on both Beck and Foucault but argues that the "choice between these two
paradigms also indicates real tensions in contemporary society between the deregulation
of the global-macro level (so-called 'risk society') and the micro-local requirement for a
continuing micro-politics of surveillance and control" (1996, p. x; also Turner, 1995, pp.
218-27).
More generally, there is sufHcient evidence looked at historically of a strain
between economic and social/anthropological theory with the former having been more
able to include a perspective of risk that is positive (Tumer, 1994, p. 170). Turner argues
that much of Beck's attempts to re-incorporate an emphasis on risk can be either
contrasted or amended to Weberian sociology which stressed the "iron cage" of modem
rational bureaucracy.

Luhmann's system approach, based on separate spheres

functioning to reduce uncertainty, is given as a prime example of contemporary work in
this vein."®
However since at least the 1980s and the growth of "disorganized capitalism,"
Beck's analysis can also be seen as an attempt to explain new modalities experienced as
Catastrophe is only discussed by Beck (1999, pp. 84-5) in reference to a citation from
Luhmann. While the risk of a nuclear catastrophe is no less real now than in was in 1986
in Western Europe, it disappears for the time being from radar screen of popular (and
academic) perception, at least until the next mishap.
Luhmann's work has much to commend it and it is notable for a much more intricately
sketched building up of his argument in relation to a larger body of work; see for example
the assessment in Harste (2000) in which he contrasts Beck's metaphorically compelling
account to Luhmann's thorough and somewhat pessimistic conclusion that ethics is
unlikely since self-referential systems prohibit other domains firom interfering with risk.
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"a function of the transformation of welfare capitalism, the political attack on the very
notion of social security and the globalization of deregulation." (1994, p. 180) This line
of analysis does seem limited in that it is unable to explain conflicting levels of increased
regulation and conformity at the micro level (p. 182).
A more intractable problem is the criticism that Beck disavows a pre-reflective
science, technology and bureaucracy but then reintroduces it, with proper reflexivity, as a
fix. Bauman (1992) attacked this problem early on, citing the long list of technology
critics who have built up enormous bodies of work showing "what can be done is the
sufficient reason for doing it, the non-use of available technological abilities being the
worst among conceivable abominations (italics in original)." So a reform project can be
argued to be doomed to failure, as there is much to question about how it is that (a kind
oO reform is not already taking place continuously within science and technology (Smart,
1999). The crucial question always becomes how open is open and how much
democratizing is necessary and permissible? If reform is insufHcient, then the project is
deemed complicit (i.e. normalizing, "rubber-stamping," and consensus-building) with the
problem (Abbinnett, 2000). Asking questions about the end result of critique is not to be
too cynical or to place to high a standard on mobilization as a result of the critique, but it
is to point out the uneasy balancing act of pessimistic analysis and hopeful resolution.
It the fact that Beck's work has produced so many different kinds of reactions and
reflects the collective sense of vulnerability and ambivalence that exists in many modem
societies. Also of note is the fact that Beck's theories have evolved over time, taking
into account some of the critiques and re-working oversights and problematic
dimensions. Following Bauman's counter, he has made more use of the notions of
ambivalence (Smart, 1999, pp. 76-8). And for reasons that will become clearer below,
he has focused more explicitly on the degree of individualization in work (2000) and
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identity (1998b). There are places where he also acknowledges the multiplicity of risk
and risk discourses, the contestation over risk, "society has become a laboratory" (1996,
p. 36), and thus is amending his use of risk from the ahistorical universality that it
previously had.
This foreshadows the kind of combinatorial project melding the risk society and
governmentality undertaken as well by authors such as Culpitt (1999) and Ericson and
Haggerty (1997) which I will discuss in the next section.

Field Apniications
I would like to review some recent work in three particular fields outside of
sociology which have had their own extensive debates around the concepts of risk as
developed by Beck and others; namely ecology, anthropology, and policy studies. Also
an institutional case study of the police has a great deal to offer in resolving some of the
limitations of Beck's level of analysis.

Hcological theory
Much of the initial interest in Beck's work, beyond sociology proper, was in
political and theoretical ecology, starting with Beck's definition of risk (as potentially
catastrophic) as well as statements on the disappearing divide between nature and society.
"Modernity has consumed and lost its other," Beck (1992b, p. 10) writes about this loss
for which many remain at least a little nostalgic. It should be no surprise that there have
been many differences with Beck over opinion, theory and method in this field. A
colleague of Beck, Martin Hajer (1995) was among those who attempted to integrate risk
and reflexivity together with a theory of ecological modernization. Hajer's work
however is much more relational in its conception of reflexivity, seeing the environment
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as discursively constructed (p. 40, see also below). Similarly, Hogenboom, Mol and
Spaargaren (2000, p. 87)" draw on Beck, only to distance themselves somewhat by
stating that Beck and Giddens both draw away from the explicit focus on ecology
preferring to emphasize the individual aspects of reflexivity. This is a milder way of
saying that Beck does not confront the challenge of how institutional change will come
about, preferring to analyze the "disenchantment with science." Expertise, they argue,
needs to be established somewhere.
Ecological modernization had also been developed in 198S by Joseph Huber and a
number of other German associates (Cohen, 1997; Buttel, 2000). This line of work can
be said to represent a reformist tradition that tries to view ecology as gradually becoming
an important condition of continued economic expansion and modem society more
generally. One could represent such a model with examples of green businesses and
partnerships, sectors of the economy that promote "eco-efficiency" and other sustainable
principles (Cohen, 1997). Cohen also attempts to bring the two models (risk society and
ecological modernization) together in the meantime, pointing out the difficulties in such a
project.^^ These models are symbolic of using risk in a strategic way, a second order
reflexivity on second order reflexivity (as posited by Beck). On a more negative note,
Buttel (2000) sees little reason to utilize the risk society theories of Beck or Giddens

^ Also see Mol and Spaargaren (2000), who provide the best overview of the distinct
traditions of ecological modernization and their quarrels with each other as well as other
strands of ecological theory.
Here we should note that this is the exact opposite argument of some of Beck's
strongest detractors (discussed above) who claim he goes too far in the direction of
accommodation with existing power structures, or at least does not realize the
contradiction of his own critiques for eliminating avenues for confronting the hegemony
of science and technology.
His examples from Japan are rather unconvincing, using the early awareness of
environmental destruction in Japan as evidence that Japanese society has utilized risk as a
way of switching to the ecological modernization model.
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since work such as Hajer's may "dilute the political impulse for environmental reforms"
obscuring the need for growth, expansion and consumption to build eco-efficiency. In
either case then we can see a progressive watering down of the most radical of Beck's
notions in favor of a pragmatic emphasis on reforming the modem institutions and
structures. In order to better understand why this may be so we should look at what other
programs of ecological theory have done with risk.
Another kind of ecological theory is one that is unabashedly constructivist and
that is exemplified in Hannigan (199S). This kind of approach tends to look on Beck's
work rather favorably. Some versions (Macnaughten and Urry, 1998) however accuse
Beck of being too "cognivist and environmentally realist." They argue against a
"singular," "out-there" nature, since nature is itself constituted through socio-cultural
processes from which it is inseparable (pp. 1, 84). The ways in which nature is
experienced and the resultant concerns, attitudes, values, sense of responsibility that
different people have about nature are not independent but "mediated by long-standing
relationships with expert systems, science, global media, states, global corporations, new
forms of risk" (p. 102).
On the other side of the divide, political ecologists of a realist or neo-marxist
perspective (Benton, 1997; Dryzek, 1997; Soper, 1995) take Beck to task for his illusions
that risks are anything but class, gender and socially distributed in classical modem
terms. Not only does Beck's perspective overlook vested interests, but views nature
from the perspective of "client-consumer" and ignores how consumers participate "in
some cases very collusive roles in maintaining the system of production that creates their
plight" (Soper, 1995, p. 267). However even within broad shared perspectives there are
alternative assessments. Harvey (1999, p. 165) for example argues that Beck's work has
broadened the discussion in the discursive ecological modernization camp.
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Returning then to the question of why ecological modernization has watered down
many of Beck's claims, one answer would seem to be that none of the more dynamic or
committed approaches, discursive constructivism, neo-Marxist or realist programs
committed to justice seem to have had much effect on slowing the ongoing devastation.
Goldblatt (1996, pp. 183-4) observes that risk is not particularly important in many cases
of environmental protest I) because the culprits, organizations and corporations are
already well-known and 2) consumers are often implicated in the pattern of
responsibility. Thus the reform-oriented theory of ecological modernization, while
tapping Beck's moral imperative, looks to more conventional solutions.
Could a more optimistic answer be that a middle ground exists and Beck has
attempted to capture it in his writing, albeit with a little moral imperative thrown in for
good measure? Or do different perspectives emphasize different openings or gaps in
Beck's work, sometimes doing both at the same time? Perhaps the most astute analysis
on this question comes from Bliihdom (2000, pp. 81-103) who, displays as much textual
expertise (having read all the key texts both in German and in the English translations) as
anyone.
Bluhdom posits an unresolvable conflict in Beck's work between the crisis of the
end of nature and the extension of reflexivity in society. Following German critical
theory tradition, in which modem rationality descends into irrationality, Beck's
analogous argument is that the exposure of the loss of security in the natural results in
radicalization of reflexivity. However if nature is truly abolished, then "ecological
discourse loses its common point of reference" (p. 91). The two positions are
contradictory. This further reinforces the critiques about lack of specificity with regard to

^ This is not to argue against alternative theory but to acknowledge its limitations and I
must admit I may be on soft ground here since I am using relational tactics to look at risk
and not make an overall assessment about environmental political theory
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environmental justice and class, gender, regional and international disparities. Beck
"never clarifies why exactly, in what respect, to what extent and for whom these issues
represent a risk" (p. 86, italics in original). For Bluhdom, this signals that the reflexivity
thesis is more central than Beck's interest in ecology and further evidence of this is his
most recent work (Beck, 2000a).^'
From an ecological perspective then. Beck's work can be viewed best as having
sounded the clarion call. For an understanding of the ongoing processes of negotiation,
contestation, regulation and so on we need to look elsewhere and balance Beck's work
with other perspectives. One such balancing is illustrated in the work of Rutherford
(1999, p. 112) who utilizes the Foucaultian perspective (see below) to illustrate a
"plurality of rationalities" that compete with each other to gain the upper hand in defming
terms like ecology.

As the ecological modernization reforms show however, there is a

recognition of the limitation of discourse-based theories of the environment.
Anthropomorphic bias may be another of the limitations of Beck's type of risk theory.

Anthropological studies of risk

Anthropological or culturally mediated studies of risk, while occasionally drawing
on the work of Douglas and associates, also look to incorporate Beck's theses. However,
following on Lash and Urry's (1994, p. 32) observation that both Giddens and Beck
"miss an entire dimension of reflexivity" of selves, what they alternately term the
aesthetic-expressive, embodied or hermeneutic (see Lash in Beck et al., 1994, p. 213)
dimensions as well as corresponding analogues of risk, others have similarly been fairly
critical. I do not want to infer that this type of response comes only from anthropologists;

Perhaps there is some truth in Dingwall's scathing assessment of Beck's work as a
"megatreatise that tries to set the whole world to rights at one go" (1999, p. 489), even if
1 disagree with his claim that there is little to build on.
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it simply turns the question around from the ones that Beck has been asking to ones like,
"What cultural resources does this particular society or cultural group have which may
facilitate a reasonable debate about risk?" (Scott, 2000, p. 42). Alexander and Smith
(1996) criticize both Douglas and Wildavsky and Beck for writing culture out of their
analyses, in effect eliminating the consciousness of active agents and hence "moral
intent."
Lash (2000) would replace the risk society with risk cultures and the place to look
for them would be in the boundaries between public and private life. Banks et al., (2000),
for example, writes about the cultural entrepreneurs in Manchester, England who are
"embedded in risk," in that their work lives are bound up with flexibility, irmovation and
creation and for whom there is very little dividing public performance and private
experience. Since they are constantly on the lookout for opportunities to manipulate
trends, styles and symbols they broaden their risk liability by being involved in networks,
projects and cultivating clients.
Since the concept of risk is no longer new, is it possible to revisit it (Caplan,
2000), however emphasizing what anthropology can do best, take account of the
contextual, embedded relationships between participants in a given community. This
kind of perspective also adds questions of power and agency and disciplinary
(Foucaultian) means.
Not only then do we have to take account of more positive actualizations of risk,
as in the case of the artistic entrepreneurs cited above, but much more negative ones as
well and here the political ecologist critique is recalled. Whereas for Beck in the relative
affluence of German society, risk can be underdetermined, in other parts of the world it is
surely "overdetennined." Amazonia, as Nugent (2000) shows is just such a place, long
described as a "green Hell," and consigned to the "risk bin" as a region beyond the pale.
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is now "valorised in the name of risk management" (pp. 237-8). The metaphor of risk, in
other words, licenses those very interests, which it presumes to call attention to, to
continue exploitation and despoliation. The Rio Summit of 1992 with its lack of
regulatory force, is just such a systematic misrecognition of the tacit approval of business
as usual under the guise of concern.
The perspectives from anthropology then point out the necessity of dealing with
the nitty-gritty, avoiding the "fetishization of risk" (Nugent, 2000, p. 247) and completing
the concept of risk, in a way that reverses the tendency to look from power to subject. A
further perspective of anthropology would be to insist that science does have a role to
play in analysis of risk, one that is not based on positivist norms but also takes account of
chaotic phenomena that are now accepted as an important consideration for scientific
theories (Park, 1992).

Policy studies and risk.

The last area I would like to look at briefly, I am calling policy studies. Such an
area is in itself immensely wide and cuts across a number of domains. Specifically then I
will address three particular overviews in relation to risk and one further institutional
study of the Canadian police.
Culpitt's (1999; see also Bronner, 1995; Goldblatt, 1996) discussion of Beck's
entire oeuvre is probably one of the best to date. Moreover like Ericson and Haggerty's
(1997) work on the police, it attempts to use the two literatures on risk society and
govemmentality to look at social policy and the gradual valorization of independence in
the era of neo-liberal politics. Culpitt borrows from both sets of theories and
vocabularies, noting some of the important critiques, such as Turner's, but never offering
a complete integration of the two. The closest he seems to come is an acknowledgment
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that there are t^vo "transparent and interlocking palimpsests of risk," (p. 136) a palimpsest
being described as a "manuscript that is effaced and overwritten ... [which is] appropriate
... as these concepts of risk are continually being 'overwritten' to serve new political
ends" (p. 151, footnote I). The first is personal and the second is society-wide, the kinds
of themes covered by Beck. The kinds of "encroachment of global risk" that are
described so vividly by Beck and Giddens cause individuals to create abstractions of their
own lifeworlds and respond in "quirky, unique and singular" manners. Risk, in short,
ends up as a way of circumscribing what otherwise would be collective responses to
changing conditions that could become politcized (p. 137).
Culpitt avoids being too negative about Beck's thesis, suggesting that if nothing
else risk has been established as an important starting point for subsequent analysis. Still,
it is one of the reasonable critiques of Beck that has been made elsewhere - that his focus
is too presentist, and this could be avoided by utilizing governmentality perspectives.
Following Foucault, Culpitt writes, "we cannot generalize a universal moral assumption
from the recognition of the practice, but we can see how these cultural practices are part
of what it means to say that 'we know' that being on welfare represents a lesser choice"
(p. 146)."
Certainly it is a bit of an overgeneralization to try to encapsulate policy studies
under one heading since Hellstrdm and Jacob (2001) are writing in relation to
" The approaches in the edited volume on risk and welfare by Taylor-Gooby (2000),
while less interested in the theoretical perspectives, can be arguably said to head in the
same direction. Taylor-Gooby (2000, p. 9) writes in a way reminiscent of Giddens about
the dynamic of trust relations between individuals and institutions; that is, increasingly
trust is earned not simply given while individuals are more aware that they are placing
their trust (or not) in given institutions. However individual responses are more
contingent than it sometimes seems in the sweep of sociological argument. Ward, Bissell
and Noyce (2000, p. 135) fmd, for example, that non-prescription medicines require
consumers to accept certain risks, even as they are increasingly skeptical or reflexive
about institutionalized medicine.
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environmental policy. Also in other ways it might have made more sense to include
discussion of their work in the first section but I think their discussion is more
generalizable and also it allows me to tie up a few loose ends regarding technical risk
before moving on to a discussion of risk and governmentality. Their overview on risk
analysis, uncertainty and science-policy interaction is excellent and there are some
instructive case studies, including the ubiquitous BSE-CJD (mad cow disease) as an
example of risk and social science's interpenetrations (see also Beck, 1999; Richardson,
2001; van Loon, 2000b; Wynne and Dressel, 2001).
While Hellstrdm and Jacob's conceptual framework is on the constructivist side
of the divide ("Risk is hence not 'real,' or of a natural kind, p. 3), their logic is wellreasoned and their presentation of all dimensions fairly balanced. In presenting an
example of the "objectivist" tradition, they cite an article by Fischhoff in which a
developmental approach to risk communication to lay publics is the focus. A set of 8
propositions is outlined as follows, beginning with the injunction, "all we have to do is
get the numbers right.""
The idea that risk can be so simply dealt with however runs counter to the
numerous research studies on science-policy interaction. After reviewing a number of
different models of uncertainty, they propose a model in which institutional and reflexive
risk are mutually constitutive, with the former standing for incompleteness of data, failure
to adapt to indeterminancy either in data or in its generative context and the latter
referring to the context within which decisions are taken. However it should not be
assumed that reflexive risk is a one-way causal agent of institutional risk. Data can be

The propositions in Fischhoff (1998, p. 134) are as follows: "All we have to do is ... 1)
get the numbers right, 2) tell them the numbers, 3) explain what we mean by the
numbers, 4) show them that they've accepted similar risks in the past, 5) show them that
it's a good deal for them, 6) treat them nice, 7) make them partners, 8) all of the above."
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withheld, or biased due to various kinds of interests (p. 48). The consequences are much
the same as outlined by Beck, the necessity of more democratic mechanisms for policy
making and a "diversity of policy actors within the institutional bodies that ultimately
impose/restrict risk." (p. 50)
Now let me turn to a mammoth study, that of the Canadian police over five years.
Not only is this a valuable book in its depth but as with Culpitt's analysis (above) there is
an attempt to integrate conceptual frameworks of the risk society and govemmentality.
Their empirical work was based on 155 police interviews to link a "microphysics of
power" to the larger picture of the risk society. Ericson and Haggerty (1997) outline a
society in which nearly all professions are becoming imbricated with the technologies of
risk and risk communications. They utilize an emphasis on tactics of intervention and
governance of institutions (using Foucault as in the governmental literature below)
arguing that risk causes organizations to be "seen as too arbitrary (unsystematic) and
allowing craf^ practitioners to escape accountability" (p. 57). Their model of "risk
classification schemes" also locates risk as a technique for developing "scripts" for
individuals to learn and act their roles in relation to institutions, activities and others (p.
93).
However, and this is where they perceive Beck and Giddens to be of use,
institutions also are in a struggle for hegemony. Scientific knowledge is constructed in
the interface between among others "markets, professions, interest groups, and the mass
media" (p. 101) so that the reflexivity that Beck deems necessary to radicalize science
and technology can also be constructed in this interface. They also draw on sociological
analyses of professions and process models by which professions compete to defme
themselves and upgrade their status. Thus, risk and risk professions are conjoined in a
processural model through which contestation over the right policy action is formulated.
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"Each risk profession in the system tries to colonize new jurisdictions by employing the
strategies of abstract knowledge production, competition, regulation, bureaucratization,
and collaboration;" however professional instability is also a possibility (p. 447). Also of
interest to this research is their focus on the use of computers or communication
technology. They argue that computer resources make it easier for professions to collect,
process, distribute and trade on risk knowledge (p. 115).^'*

Final Assessment of the Risk Societv

A brief fmal assessment then is due at this juncture of the risk society as
encapsulated by Beck. Given the voluminous response that his work has triggered, it
seems clear that he has touched on a central issue that is of importance for analyzing
many of the institutions, social dynamics and interrelationships of hybrid objects in the
present One question is how the present is to be defined and whether anything much has
been gained by the excessive emphasis on modernity (both in Beck and Giddens' work
but perhaps even more generally). Adam (1996), for example, among many has called
into question the time orientations that are often utilized without much reflexivity (in
regard to time and its embeddedness). This is an important question since as I have noted
already the concept of risk works with its other, the future, in tandem to create relational
aspects of knowing and actionable plans. A caveat must be added here that not every
kind of uncertainty can become risk and therefore actionable.
A second question would have to be to focus more on micro-level processes to see
how risk is actualized, as in the study of the police by Ericson and Haggerty (1997) for

Another study of crime and risk (Holloway and Jefferson, 1997) suggests as a small
caveat that the uptake on the other end, that of the ordinary citizen and crime victims, is
not as clear. The argument then would be analogous to what Wynne (1996) had to say
about lay knowledge in relation to risk.
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example. A third question would be to take more account of the way risk is actively
deployed, as a strategic resource. Returning to Knight's conception then, how does
uncertainty become risk? There can probably be as many answers to this question as
there are domains to investigate risk, but at least some of the vacillation in Beck's work
between realism and constructivism must be considered to spring from failure to address
this, as the critiques of risk perception, the media, and failure of risk as an ecological
concept to motivate masses show.
I will turn below to an outline of the literature on governmentality which not
unhandily has addressed in good measure all of these problems.

Govsmmgntality and Risk
As I have noted at the outset with the study of risk, it is also difficult to account
for the vast body of work that deals with govemmentality even if it is limited to that
which is effectively related to risk. Since Foucault did not write specifically on risk, it
has been developed in tlie work of others, for example Ewald's (1991) seminal piece.
Risk then, for the Foucaultians, is a concept that is used to understand govemmentality
and not primarily the other way around. Risk makes governance possible not inevitable
or "history and the future are more contingent than is implied in the arguments of those
theorizing the implications of risk-based technologies," as O'Malley (1992, p. 268)
writes. So briefly let us turn to a overview of govemmentality as it was developed in
Foucault and then elaborated on more recently.
Lemke (2001; also Gordon, 1991) describes the skeletal nature of a series of
lectures that Foucault gave in 1978-9 at the College de France. In a lecture of the name
"Govemmentality" given on Febmary 1, 1978 as part of a course entitled "Security,
territory and population," Foucault linked the techniques of power and control with the
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certain kinds of knowledge or rationalities. Thus governing (gouverner) and modes of
thought (mentalite) were explored for their mutual constitution. Foucault began a project
aiming "to show how the modem sovereign state and modem autonomous individual codetermine each other's emergence," (Lemke, 2001, p. 191) one that was cut short by his
premature death in 1984.
The point that is important to emphasize, as many have (Gordon, 1991, pp. 2-3;
Lemke, 2001, p. 191; Rose, 1993, pp. 287-8) is that Foucault utilized the term
governmentality in two different and interrelated ways. The first was a more standard
sense of a method in which governing is rationalized, as for example in procedures,
policies, techniques. The second sense is in linking these relations of power to processes
of subjectification, a way of problematizing and acting upon life, as, for example, in
ensuring well-being, security, and establishing proper divisions in the conduct of affairs.
According to Foucault it was through the emergence of a problem of
"population" and the isolation of a field of "economy" that government developed away
ft^om the general framework of sovereignty that prevailed in Europe of the 16th century.
In other words, governmental techniques could begin to expand into other institutions,
through statistical analysis, to family affairs, wealth, disease control, education and so
forth (Foucault, 1991, p. 99). It is important to note that this is not a historically
determined argument however. There is not simply a replacement of a sovereign society
by a disciplinary one and then by a governmental one but "a triangle, sovereigntydiscipline-govemment, which has as its primary target the population and as its essential
mechanism the apparatuses of security" (p. 102).
Nikolas Rose (1993; 1996a, b, c, d, and e; 1999; Rose and Miller, 1990; Rose,
Barry, Osborne and Rose, 1996) has been fundamental in creating a body of work which
explores the role of govemmentality and the way subjects are formed in and through the
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neo-liberal discourse which have come to the fore in the past 20 years in many of the socalled modern societies. It is necessary to italicize the word modem since Rose and
others refrain from making any assertions about epochal specificity (Barry, Osborne and
Rose, 1996). Instead, the focus is shifted to the way that personal freedom is developed
as part of the promotion of citizenship which entails certain ways of self-examination and
regulation. Human conduct is made calculable and thus manageable through a series of
tactical innovations in various domains such as health and welfare, education, household
economy, insurance and so on. And turning the observation around the other way,
"social sciences can act as a kind of technical solution to all the aaxiety that, for
liberalism, marks the relations between society and the public authorities." (Barry,
Osborne and Rose, 1996, 9)
In the past decade, the govemmentalists have proposed that, in advanced liberal
societies (Rose, 1993) governance no longer operates through the social, but through the
choices of consumer individuals (Rose, 1996b, pp. 343-4; 1996d, p. 162; 1999, pp. 85-9,
164-5). The individual "producer-consumer " is not simply enterprising but "an
entrepreneur of himself or herself (Gordon, 1991, p. 44).^' For my purposes, the
important point is the reconnection with the notion of entrpreneurship and the
"congruence ... between a responsible and moral individual and an economic-rational
actor," Lemke, 2001, p. 201; also Lupton 1999, pp. 100-1).
Looking specifically at particular "technologies of power," there are a number of
authors who investigate risk in relation to the development of insurance (Ericson, Barry
To what degree this is accentuated by trends in neo-liberal economic developments
(Burchell, 1993) is a question explored by some of the governmental authors but one that
is beyond the scope of this research. It is a theme that stretches back to Foucauh's
lectures and his interest in both the Ordo-liberals in post-war Germany as well as the neoliberals of the Chicago school of economists (see Lemke, 2001; It is interesting to note,
however, for all the criticism of Beck and Giddens for their use of the terminology
"modernity," the Foucaultians have a similar penchant for "neo-liberalism."
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and Doyle, 2000; Ewald, 1991; O'Malley, 1992). Insurance can be seen as an "art of
'combinations,'" which given the situation combines elements of economic and social
realities with sets of rules. They are imaginary constructs that allow for the add-on
effects of other enterprises and policies. Out of fate, the insurer "produces risks" (Ewald,
1991, pp. 197-200). Having researched the origins of insurance in mid-19th century
France, Ewald is able to extend his analysis of risk to the social sphere to a level of
specificity anchored in the conception of it as a technology. It is calculable, collective
and a capital-fixing instrument. Insurance thus becomes social because societies
"analyze themselves and their problems in terms of the generalized technology of risk"
(p. 210).
Ewald's work has been quite influential, even being the one governmental author
that Beck has quoted with any consistency. Certainly this is also because of the
discursive creativity of some of his arguments. "Risk has an allusive, insidious potential
existence that renders it simultaneously present and absent, doubtful and suspicious.
Assumed to be everywhere it founds a politics of prevention" (1993, p. 221). While he
also points to the nature of risk exceeding boundaries (as in Beck's catastrophic risk) he
notes another category of infinite risk, that of "small-scale" risks. These can be
biological or food-related. Their causes are lost, their tautological essence determined
since, even with risk analysis as a tool, "the only conclusion would be that an acceptable
risk is an accepted risk" (p. 225).^® What Ewald provides, however, that is very different
from Beck is extended archival work, that locates risk over a much longer developmental
time frame.

It is not exactly clear how this squares with Ewald's more often cited dictum of
insurance being calculable. Once again the category of uncertainty chips away at what
can be constrained by risk, threatening to deconstruct risk techniques, to blow open
attempts to insulate risk from the abnormal.
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O'Malley (1992) argues that a new "prudentialism" or privatized system of
strategies for the control of risk is taking hold. He argues against earlier conceptions
outlined in the work of Simon (1987) who while drawing on Foucaultian methods still
reveals an interest in juxtaposing alternative power regimes, one based on risk for another
earlier one based on sovereignty. O'Malley, in contrast, wants to draw our attention to
the contingent aspects of insuring against risk, which becomes progressively tied to the
projects of individual autonomy; that is, crime prevention becomes the responsibility of
the victim.^^ Techniques which are formed under contingent conditions can under other
pressures be reversible. "The world of programmes is heterogeneous and rivalrous, and
the solutions for one programme tend to be the problems for another." (Miller and Rose,
1990, pp. 10-11)
We can pause here to see that Beck's epistemological constructivism of risk is not
so much a point of disagreement; it is primarily the ontological aspects which the
Foucaultians find so unappealing (see for example Oean, 1999a, p. 182). But this is also
the direction that Beck has been moving as his use of Ewald's "provident state" concept
and the phrasing "the architecture of risk definition" shows (Beck, 1996, p. 36).
These projects are typical of a whole range of work that tries to show how
"government at a distance" (Rose and Miller, 1990) is enabled by policies, programs,
techniques that allow for citizenship to be defined as the enterprising self (Rose, I996d,
pp. 150-168).^^ This notion encapsulates for Rose the linking of three dimensions, the
Somewhat related, Ericson, et al., (2000) found a trend toward what they called
"unpooling" or risk segmentation in private insurance industry. In addition to that which
is beyond calculation (catastrophe) there is a growing category of reusing to bring
uncertainty into the category of risk by means of insurance. As one of their interviewees,
an actuarial scientist, commented, there is "more and more slicing and individualization,
and more and more passing the responsibility back to the claimant" (p. 537).
Unemployment is another kind of risk which can be insured against, and thus is subject
to a governmental approach, as Walters (2000) argues. In a 1911 scheme for insurance
in Britain, the category of unemployment is described as "a more or less difHise
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political, the institutional, and the ethical. There are some striking similarities between
this exposition of self with Beck and Giddens' individualization though Rose is seldom
anything but critical of Beck's work (Rose 1996a, p. 302; 1996c, p. 130). For Rose, as
noted above, risk is just another of the array of technologies for examination,
documentation, assessment, calculation. "The 'self is not that which is shaped by
history, it is a particular historical plane of projection of specific projects and programs
that seek to govern humans through inciting them to reflect upon their conduct in a
certain manner and act upon themselves through certain techniques" (1996a, p. 300).
Looking at history and attempting to read off subjectivity is naive and seductive (p. 304).
Skepticism about a '"social dimension' resulting from the management of insecurity and
risk (1993, p. 286) has turned to the positing of the possibility of the "post-social age"
(1996b, p. 353)."
Experts are increasingly obligated to do their part in monitoring and managing
risk for the "the general public," children, their clients (1996b, p. 349; also 1996d, pp.
94-5). In a paper which seems to focus on risk as much as he does anywhere else. Rose
(1996e) describes the role of the psychiatric professions in historical mutation and being
charged, like other institutions, with the responsibility to govern themselves. Risk
management thus becomes the mode of thinking and acting by which both individuals
and professionals who care for them are taught to "re-equip" selves with "skills necessary
for autonomous coping with the tasks of conducting a prudent life of freedom and
choice" (p. 15). Both the patients and the professional become jointly enrolled in a

condition." How is one to know if a person worked on Monday but not on Tuesday?
Reigning in the uncertainty is deemed essential for creating techniques of insurance and
compensation, of turning the uncertainty into risk (p. 59).
" See also Castel (1991) for the argument that risk is power in the form of perfected
management and expertise.
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system for reducing harm and attributing blame if things go wrong.''"
The reversibility of the complex equation, social conditions lead to risk leads to
identity (for Beck, individualization and reflexivity) which many have noted is stated
clearly by Dean (1999b, p. 139). Practices for governing risk "help fabricate, particular
forms of identity, agency and expertise.''' The presupposition of distrust is utilized by
"technologies of performance" and leads to specific calls for accountability and
transparency. In this reading. Beck becomes part of the problem!""
However in his more recent work. Dean (1999a) states that both the sociological
account of risk society and the governmental account have perspectives that they can
offer each other. Even more interesting from my perspective is that the old fixity in the
categories of calculable and incalculable seems to be open to reassessment (pp. 178-9).
Which is a more important challenge for a governmental approach to risk, that it
is on the way to being so widely dispersed in numerous institutional settings (O'Malley,
1999) or that it has perhaps reduced its possibilities for connecting to emancipatory
political projects due to focus on descriptive and perhaps ultimately normative accounts
of government (O'Malley, Weir and Shearing, 1997)? By often circumscribing critique
and resistance as negative in their "obstacle to rule," failure is seen as "a source of reform

In a similar manner, but different context, Parton (2000) argues that indeed a new
constellation of factors have led in Britain to the promotion of "risk assessment" in child
welfare over the needs of the child. Risk is described as appearing in the guise of
calculability but is in practice contingent and sometimes contradictory. However it is one
way that professionals find themselves increasingly detached from policy considerations.
"The will to cure or rehabilitate becomes little more than the exculpation of a particular
type of relation to the self-prudent in terms of self-management, making and honoring
contracts, setting and achieving recognizable targets and learning the skills of managing
the 'family"' (2000, p. 123).
Dean is particularly fond of the metaphor of folding (also Rose, 1996d, pp. 36-8, 18893) for how human psychology is "enfolded" with authority. Thus, the study of
govenmient is to discover what has "implicated, complicated, replicated and duplicated"
into our lives (Dean, 1996, p. 226).
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and innovation by the programmers'^ (510-11, italics in original) and by implication in
some of the govemmentality research.
In contrast to the paucity of research relating the risk society to education (see the
next chapter for a few examples), there have been a number of projects which utilize a
framework of govemmentality to critique educational practice and policy (Hunter, 1994,
1996, 1997; Peters, 1996; Popkewitz, 1998, 2000a and b, 2001), some of which I will
review in the next chapter.
So in sum what does the notion of govemmentality add to a conception of risk? 1
have already noted how some authors, Tumer, for example, sees difficulties in trying to
create a complementary program, while others such as Culpitt are able to weave the two
approaches together with little difficulty. One may look at the elision of different
programs of research in at least two ways, neither of which it turns out is entirely
satisfactory. First the literatures on risk society on govemmentality simply correspond to
different levels of analysis, with the former closer to a macro perspective and the latter
closer to a micro perspective. This is however explicitly rejected by Rose (1999, pp. 56) as he fmds the label the dichotomy overly simplistic and defends the work utilizing
govemmentality as establishing links between the two dimensions.
Crook (1999) comes close as well to marking the kind of bridging treatment of
risk within the very different paradigms (Beck and govemmentality) I have outlined
above. In a distinctive framework, he outlines three distinct "regimes of risk
identification" (organized, neo-liberal and ritualized) each of which can be said to
correspond to a typology of orderings (modem, hyper-reflexive, and neo-traditional), also
described as neither exhaustive or historical. In the organized risk management of the
modem order, "manageable" risks are revealed while others are not. Crook argues that
the neo-liberal order shows a convergence of govemmentality and reflexivity, while the
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ritualized risk-management of neo-traditional orders appeals to drills, values and trust.
What Crook is intent on showing is the inherent instability in all three orders,
which competing for ascendancy, are nevertheless "circumscribed" by their "plural antiprogrammes" (p. 182). This kind of framework retains the contingency of the
govemmentality perspective without sacrificing a theoretical framework.
This would indeed help us to bring together risk discourses that seem less likely to
be bonded in seeing them as only reiterations of the clash between micro and macro
levels of analysis. For while Beck writes of the work that is done in the name of
individualization, the productive capacity for active acceptance of risk seems slightly
underestimated. And for those writing in the govemmentality tradition, the productive
capacity is made fiill use of, while less interest is paid in how (or even whether) it is
possible to formulate challenge and counter strategic positions.
Both discourses place heavy emphasis on risk, even if they ofren define it by its
effects. However the govemmentality tradition seems to place, by its own insistence
(O'Malley, 1999) a greater emphasis on the how questions of risk.^- The Foucaultians
ask how does risk is craAed and used as a technique, while the risk society theories
almost seem to want to go straight to the why questions. Why is risk so fundamental and
why should we hope that it can help us change the way we conduct our everyday affairs?
Having delayed discussion of the relation of computers and risk in the previous
chapter until 1 could outline the various positions regarding risk, I will now turn to some
of the things we know about risk and computers. However, as I stated in the
introduction, and reiterated in chapter 2, what we take to be "the computer," is a

" Also Miller and Rose (1990, p. 4) which is cited by O'Malley,(1999) but in the original
reads, "we... are not concemed with evaluations of this type, with making judgments as
to whether and why this or that policy succeeded of failed... Rather, we are struck by the
fact that this very form of thinking is a characteristic of 'govemmentality.'"
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changeable object for which we can try to circumscribe some possibilities without being
too presumptuous.

Risk and Computers

A quite sizable literature has developed in the intersection between computers and
risk. First I want to point out that I will address the specific risk issues of the computer
and education in the next chapter. The reason I do this is because I think it is important
to be able to discuss them in relation to some of the other topics in that chapter, namely
educational reform and education and employment.
I will now divide the general literature on computers and risk into the following
categories. First there is the category of physical harm. This includes computer-related
accidental death, injuries and accidents. A second category of risk has more to due with
management, storage and retrieval, security of systems and protections of investment,
prevention of loss of data through intentional (hackers) or unintentional actions. A sub
category of this group would be the kinds of risks that are of^en appended with the word
cyber, as in cyber-fraud, but also computer viruses and worms. A third category relates
to the philosophical questions of what it means to be human and the growing embrace of
computer-human assemblages, sometimes referred to as cyborgs. A fourth category
consists in the analysis of interactions between socioeconomic domains and computers.
This category can be very inclusive and also overlaps to some degree with issues that will
be discussed in the next chapter relating to employment. However, I am thinking here
specifically of the "digital divide," which does not fit in the previous three categories. A
fifth kind has to with invasion of privacy and personal and psychological security. A
sixth category relates to knowledge and skill. Time spent learning certain types of
computer use may end of being wasted as the skills become obsolescent very quickly.
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.Some work has catalogued a wide variety of these risks, for example Neumami (1995)
who was the moderator of an on-line risk newsgroup for the Association of Computing
Machinery for many years. Hamelink (2000, pp. 107-138) also catalogues a wide range
of "digital risks." Other work focuses on one or two of these topics.
Beginning with the first category then, which includes hospital accidents, missiles
accidentally downing airplanes (the Iranian and Korean airlines in 1988 and 1983
respectively, both tragically shot down), large-scale transportation accidents, electrical
and nuclear facility malfunctions, and other cases of lesser injury. Lesser injuries include
eye strain, and hand, arm and back problems from repetitive or long hours of use of
computers (Armstrong and Casement, 1998, pp. 157-173 focus on the effects of children
but also give evidence on repetitive stress).
While a social emphasis helps us to explain and evaluate complex interrelated
factors that lead to events like computer-related accidental death (MacKenzie, 1996), it
also serves to highlight how little is known about interactions between technology
(computers in this case) and humans until such an occurrence. MacKenzie's conclusion
is that "computer-related fatalities have, to date, seldom been caused by technical failure
alone" (p. 185). Put another way, "the majority of approaches to risks is that all involved
solve their own problem," (Hamelink, 2000, p. 114). There is an intriguing, if somehow
venal, paradox that exists in the manner that computers are generally regarded as an
affordance ensuring greater security but they are most dangerous when they are assumed
completely safe and reliable. This is partially explained by the fact that computer
software systems do not work well until they are used and fail repeatedly (p. 212).
Although as far as anyone knows there were no attributable deaths, this seems to be
similar to the Y2K glitch, which caused a multitude of minor to mid-range problems
(Manion and Evan, 2000, cite at least 29 groups of errors that occurred worldwide). The
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most interesting observation to come out of that phenomenon was that the problems were
"foreseen and fully anticipatable" (p. 371). This is good evidence of Beck's notion of
"more-or-less reflexive unawareness."
The second category involving the storage, retrieval, and use and misuse of
information and systems is well-documented from the management approaches which
attempt to minimize the known risks of sofhvare and hardware vulnerabilities to those
which extol them and encourage a proactive stance utilizing anticipatory modeling (Hall,
1998). Mundane failure of sofhvare is common enough but the more spectacular notions
of viruses and worms are worthy of their own analysis. Similar to the statement above
regarding software systems needing to be tested and fail to become better, hackers or
creators of viruses of^en can use a virus to find out how a system reacts thereby gaining
knowledge that allow them to create more powerful viruses. This ought to tell us
something about the limitation of thinking only in technical terms regarding computer
risk. A very different kind of extolling is in the celebration of the hacker ethic (Spafford,
2001, p. 336, who does argue, however, that hacking should not be countenanced). Many
meanings of the word hacking or hack (both as a verb and noun) are in circulation
(Forester and Morrison, 2001, pp. 313-4). While the risks can be enormous, it is
possible to point out some idiosyncrasies in the way hackers are sometimes dealt with.
Cases of hackers who became famous and then were approached either by the
government or industry and offered lucrative employment are not uncommon (pp. 3178). Thus we can see once again the usefulness of a concept of risk that also includes
some possibility for positive remaking of risk out of uncertainty.
Another kind of more interactionist type of risk related still to management of
data focuses on project failure, operational failure and "strategic risk," as in failure to
adopt a technology too late. Markus (2000) suggests this dimension of risk as
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specifically targeted to fill out dimensions not covered by Neumann.
I have already discussed the third category to some degree in Chapter 2, so I will
simply mention it again as some think the interactions with computers will rob us of what
is essentially human and real (Slouka, 1995). The fourth category relates to issues in the
next chapter to some extent but I will address one that is very specifically related to risk,
the digital divide. There have been several recent book-length treatments of the subject
and not surprisingly, they disagree.
In a very detailed study of both international and intra-national differences in
Internet diffusion, Norris (2001) argues that there are fairly big differences. However she
also points out that these divisions correspond to older problems of wealth distribution (p.
66). This would lead, one might think, to ask the question as to why the digital divide
has garnered so much publicity as a focal issue. Is it precisely because the existence of
the information society is presumed and so to lack the skills to make something out of
oneself is given more attention than the necessity to address global inequality?
Compaigne (2001) is a lot more skeptical about the continued existence of a
divide. It is important to point out that his focus is only on the U.S., but he believes that
is time to "declare the war won." Costs have dropped consistently in the p)ast few years
to the point where access is within reach of most Americans who have jobs, so why does
the issue persist as a crisis that requires government intervention? Powell (2001) points
to interest groups as well as the confusion of having access in one's home with the ability
for most people to get access in libraries, at work or by other means."*^
Another important issue is the governance of the Internet and more generally the

Selwyn et al., (2001) see the same false rallying cry in the government initiatives (of
former President Clinton for example). Outlining three kinds of constraints (situational,
institutional, and dispositional) to use of computers, they note the flaw in equating greater
supply with demand (p. 266).
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information society. This is an enormous and burgeoning area as well. These would
include legal issues, protection of free expression and intellectual property problems as
well (Lipschultz, 2000). More specifically as well what kinds of values will the Internet
promote, cyberimperialism (Ebo, 2001) or a transnational governance based on existing
organizations like WTO or the OECD (Samuelson, 2000). Some might see them as not
very different.
The fifth category has to do with privacy (for legal issues related to privacy, see
Lipschultz, 2001), surveillance, psychological security and a range of related issues. In
some ways this category overlaps with the second category outlined above. Cyberfraud
involves violation of trust as much as it constitutes a weakness in information
management. Surveillance is a large topic and is illustrated by the ballooning
technology bidding that takes place over cookies and cookie-cutters. As Caller-ID had
illustrated, technologies have ways of compensating the highest bidder. In the meantime,
reassuring platitudes of how to 'protect' oneself appear in articles in lifestyles sections of
newspapers. On what basis should people decide that risk is acceptable? I have already
noted that this involves relational ethics in my discussion above.
The truth value of information is another known but undertheorized dimension.
The clever scam of planting false reports about a company's performance on the Internet,
where it can spread very quickly, in order to profit has revealed arbitrage's double life in
respect to risk.
While risks to privacy are often captured in public imagination by obvious
violations, Hamelink points out that a gradual erosion to privacy in already being
accepted by many in industrialized countries as they wander through airports and other
public places having what formerly were considered private conversations. Put in a
pessimistic form, "why protect a right that people give away in such a cavalier fashion?"
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(Hameiink, 2000, p. 137).
Some cases of invasion of privacy are indeed diabolical, such as the infamous
virtual rape, originally reported in the Village Voice in 1993 (Dibbell, 2001). While it is
clear that this experience is not equivalent to physical rape, the psychological
consequences were and are real for those unfortunate enough to have experienced them in
a MOO mansion. Equally disturbing are cases such as that of a professor who was
stalked in cyberspace by a violent obsessive ex-boyfriend (Gilbert, 2001).
Even benign enough circumstances such as finding that someone has posted your
(or a family member's) photo on the Internet (this has happened to me) without any
permission is enough to give pause. Should we now ask, is that camera a digital camera
or 'just' a camera?
Alienation, addiction and depression have all found their way into cyberspace.
Are conditions like these simply (in some cases of course) exacerbated by use of
computers or is there an interactional component that is qualitatively different?
The last category involves the degree to which computers develop so rapidly that
skills learned only a few years ago slowly but surely decline in value to the point where
they are meaningless. In some ways it may appear slightly more being than the others
but in relation to education, teaching and learning, it has serious implications. If teachers
can have no guarantee that the skills they are learning today will server them for some
time, why should they invest the extra time to learn how to teach with computers? The
same could be said for students.
As I hope to have shown by the discussion of the many dimensions of risk and
computers, there are proliferations of risk, but there is also desire for more control. One
might reasonably ask, which came first the computer or the risk, but it is unlikely there
will be a widely credible answer. The public discourse is saturated with studies which
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have quantified the risks involved in even the most mundane types of events, the risk of a
terrorist attack in your town.

However it is my argument that risk has a much more

fundamental meaning to us as we increasingly negotiate our lives in the shadow of
sociotechnical systems. This is why the writing of Beck, his colleagues and his critics is
so suggestive. Nevertheless I think the work of the Foucaultian governmental writers
does add a needed corrective that attempts to look at how it is that risk is framed,
addended, drawn on, contested, and dismissed or systematized.
Risk as a concept seems well suited for an understanding of the multiple
dimensions of computing and how individuals make compromises with the obvious
problems, both ethical and strategic that computing brings into focus. Moreover it links
the two faces of control and freedom with a similar homology of negative and positive
possibilities and desire for a future to be pre-conditioned by calculation, whether exact or
not.
In the next chapter I will focus on risk and education and specifically with respect
to reform. This lead to a discussion of employment and technology so it will be
important to take stock once more and summarize the discussion of risk but this time
trying to be as specific as possible in the location of risk in relation to computer
education.
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Chapter 4
EDUCATIONAL REFORM, SKILLS, EMPLOYMENT AND COMPUTERS
Introduction

In this chapter I will begin with a brief history of educational reform movements
in the U.S. and Japan since the 1980s. In doing this, I am paying particular attention to
the concept of risk as I have begun to develop it in the previous chapter. Connected to
the idea of reform in education has been an emphasis on skills orientations and educating
for employment. The question of how this fits into an analysis of neo-liberal regimes of
modem industrialized countries is a question that I will have defer since it can't be
answered without addressing it at some length.
I am attempting to connect a body of literature relating the utility of education, a
way of framing education as a purpose for future orientation, i.e. for employment, with
another discourse about education which also has an orientation toward the future,
reforming it to make it more efficient. In one sense then, there is an overlap in that the
project of and for education is to make it correspond more closely to utilitarian outcomes.
This could be said to fit with Foucault's definition of two kinds of governmental ity
reviewed in the previous chapter. Government initiatives to promote reform in both the
U.S. and Japan have attempted to link the rationalization of improvement in education to
attempts at re-making education into more of a utilitarian enterprise.
Reform or improvement in education thus does not mean simply and only better
education, however that is defined, it means making students more responsible, more
concerned about their futures, more in risk of not succeeding, and more in need of
encouragement^censure to display competency. Stating all of these things at the outset
might be almost conunonsensical and so an argument might be to say who needs notions
of risk and tools of govemmentality to verify this? It is my contention, which I will try to
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outline in the first half of this chapter, that a logic of reform has been constructed in such
a way as to make it very hard to see how it could be otherwise.
There is a second reason why I want to link these two areas, reform and education
for employment. While I am able to provide only a outline the development of
educational reform in the U.S. and Japan here, I think it will become clear at least in the
second part of this chapter that one of the prime candidates for providing linkages
between employment and education has been technology and particularly computer
education. Thus, in the third part of this chapter I will return to a discussion of computers
and education, technology and literacy, trying to draw together the various perspectives
and relate them specifically to the context of higher education and language teaching in
Japan. Finally I will state a summary of the problem that this study will address in the
remaining three chapters.

Educational Reform in the U S

The seminal document in the past 20 years in education al reform in the U.S is A
Nation at Risk{\J.S. Department of Education, 1983, hereafter cited as ANAR). Much
has been written about this document, both in the immediate years after its release and in
the intervening years since then. The report produced by the National Commission of
Educational Excellence (hereafter NCEE) which was appointed by then Secretary of
Education Terrell Bell, was the fulcrum of a monumental reversal by the Reagan
administration which had been intent on dismantling the Department of Education, but
relented due to the extraordinary publicity which the report garnered.
Hunt and Staton (1996) have conducted an extensive search of relevant research
publications (using the ERIC database and entering the two terms ANAR and NCEE) and
categorized them according to a typology of reply, related, and research-based. One of
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their conclusions is that the ANAR report, in contrast to work of other commissions
formed in response to crisis, was issued "as warning signal that a crisis existed," and
helped to mark the beginning of the crisis mentality (It is helpful to recall the role of the
television and print media which featured it heavily in the days after its release). Lanier
(2000) refers to ANAR as a form of "ritualized humiliation" or a jeremiad, referring to
the biblical lesson that those who fail to listen end up receiving their justified reward
(suffering). However, this seems far from the conventional interpretation, of organized
ongoing action of responsive activity, one form of which culminated in the Goals 2000
Act of 1994. Even 10 years after ANAR, and shortly before Goals 2000's passage.
Senator Edward Kennedy was making the claim that American education was "at even
greater risk" (cited in Lanier, 2000, p. 8).
Overall, though it would be a slight exaggeration to say that a permanent risk
perception was created solely by the NCEE and their work, the atmosphere was certainly
different before and after its release. For example, evidence suggests, drawing on Bell's
memoir, that although Reagan seemed "pleased" with ANAR, in the ceremony unveiling
the report, Reagan focused more in his speech on school tax credits and prayer in school
(Hunt and Staton, 1996, p. 274). This is another of the list of ironies that they highlight
in their research. A further key observation which is particularly telling is that the
language of the document is "powerful-some argued alarmist and even radical-yet the
recommendations for educational reform were cautious and conservative" (p. 289).
Let's look briefly at some of this language. The inside title page contains the
same large font title (four words each on its own line taking more than 50% of the page "A Nation At Risk"), with a small addendum in the upper left hand comer; "An Open
Letter to the American People." The opening paragraph immediately sounds the call for
alarm. Commerce, industry, science and technological "preeminence ... is being
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overtaken by competitors throughout the world." This is followed by the now infamous
slogan "rising tide of mediocrity" and then the key phrasing that if a "foreign power" had
forced such a "mediocre educational performance" on Americans, "we might well have
viewed it as an act of war" (ANAR, 5).
One might well ask which foreigners were the American people to think of? In
the second section, entitled "The Risk," the answer comes soon enough. "The risk is not
only that the Japanese make automobiles more efficiently than Americans and have
subsidies for development and export." The report goes on to include South Korean
steel and German tool-making as the other examples (ANAR, 6-7). One can begin to see
the rhetorical creation of risk out of uncertainty, the identification of just enough
verifiable information that the claim appears valid, but nothing too specific which could
be challenged as untruthful. Risk is equated with the possibility of economic failure, not
individual but collective. Yet the key to the mobilization of reform through risk, a
technique of power, comes in some novel ways in the following pages.
At the end of this section, there is a re-interpretation of the constitutional
guarantee of life, liberty and the pursuit of happiness. All people are entitled;
[t]o the tools for developing their individual powers of mind and spirit to the utmost.
This promise means that all children, by virtue of their own effort, competently guided,
can hope to attain the mature and informed judgment need to secure gainful employment,
and to manage their own lives ... (ANAR, p. 8)
Moreover, what kinds of tools are included as possibilities for development?
These include skill, literacy, and training as the necessary requirements for the
"information age" (p. 7). Computers and technology are key areas of the economy and
the New Basics will focus on mathematics, science and computer science, as well as
English and social studies (pp. 10,26).
Two points are important to analyze here. The first is the connection between the
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need for constructive work on the individual as a responsibility for the greater good of the
society. Individual power is the key, albeit with guidance of the watchful "competent"
professional. The second point is rather more mundane. This period around 1983 signals
the acceleration of an obsession with the centrality of the computer as a tool of education
and personal advancement.
I have looked at only a small portion of the responses and academic work
undertaken in relation to ANAR. But a reasonable guess is that most Americans, indeed
most educational commentators as well accept the comparison with the Japanese as a fair
assessment (however see Feinberg, 1993; Goodman, 1989; and LeTendre, 1999a and b
for critiques of these notions). For example in a book that clearly marks the sprit of
research at the time White (1987, p. 8) writes, "if nothing else, the Japanese have shown
they can adjust programs and policies to the needs and resources of the times. We must
do the same. We need to regain the scientific literacy we have lost and reacquire
concrete skills and participatory social techniques." In fairness she does downplay
expectation that any wholesale transfer of policy and techniques is possible. However,
interviewing well-placed informants, employing a shortened time frame, academic work
published in English on schooling in Japan has often portrayed themes which are then
used for comparative analsysis.
In contrast, what may not be as easily presumed is how the conjoining of current
social failure as educational risk is as political as it is commonsensical (Beyer, 1985, p.
47). Beyer's argument is that the report is a diversion from other kinds of issues, many
related to equity, which is certainly the case, but I think it is clear that it also it a powerful
document because of its generative construction of risk. How has the report fared over
the years? In a ten-year-after reflection, Bell weighed the pluses and minuses and states
that "the quest to shape education into the super-efRcient enterprise" has not been
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abandoned (Lund and Wild, 1993, p. 9).
In the meantime, educators who were concerned about issues of equity quickly
found a way of altering the dynamic of risk, using the label "at-risk," to describe students
whose socioeconomic, experiential, and cultural characteristics ''suggest that they might
fail in school. While this has the advantage of being able to target through funding and
extra help these students, it also has the drawback of seeing the risk as an individual (i.e.
each student) phenomenon" (Nieto, 388). It should be noted however that discussion of
risk for children did not begin with ANAR, it only became much more pervasive as a
descriptive system. Childhood development specialists had been using risk/opportunity
frameworks already in the early 1980s (Dunst, 1993). "Compensatory education" for
"disadvantaged" groups had already been established through the Title 1 Elementary and
Secondary Education Act of 1966 (Plaicer, 1989 notes that the term " culturally
disadvantaged" was generally discarded after 1980). But the criteria and objectives of
earlier responses, such as "cultural enrichment," were critiqued as vague and ambiguous
(McDill, McDill and Sprehe, 1969, pp. 46-7).
An early example of an article (McDill, Natriello and Pallas, 1986) looking at the
effects of higher standard on at-risk students, utilizes quotes in the first mention of "atrisk," in the article. Plaicer (1989, pp. 110-4) also locates the year 1986 as the second
wave of use of the at-risk descriptor, that is not specifically referring to ANAR, but to
groups of students. Her research makes it clear that the label is shifting and dynamic,
and relative to the teacher, the students, the classroom and the school and district norms
(also Richardson, et al., 1989, p. 133 who emphasize the social construction of the term
but add how it can be used to focus on wider contexts of schools, home and communities
as sites for change). Risk also has threatening connotations, that of a disease (Presseisen,
1988, p. 20; Richardson, et al., 1989, pp. 3-7). Moreover it can be based on "actuarial"
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metaphors as well (Placier, 1989, p. 32) and thus we can utilize the concepts of
govemmentality as put forth in the previous chapter in looking at the label "at-risk." The
work of definition, analysis and outreach is often carried out through statistical measures
and proficiency testing. Thus, populations are made amenable to treatment(s). It is not
without reason that Plaicer notes the labeling section of certain "key groups" in the
recommendations in ANAR as including (in addition to the gifted and talented), "the
socioeconomically disadvantaged, minority and language minority students, and the
handicapped" as "most at risk" (ANAR, 32). In the recommendations which follow
immediately and focus on the federal government's role, "collecting data, statistics and
information," is one of the tasks.
Clearly, the reform of education in the 1980s' shows the presentation of risk
mobilized as a technical device to attain results through a perspective that is well
understood in a governmental sense; that is, individuals are called upon to do work on
themselves to bring themselves into line with the normative standards and if they are
found in need of remediation they are provided fVirther opportunities by use of the at-risk
label. Statistical data highlight the normative basis for the effects of power.
It could be objected that this is an overly simplified explanation on the basis of a
brief examination of the use of risk in educational reform movements in the 1980s in the
U.S., however I think these movements illustrate the potential for the concept of risk as a
leveraging of preferable means to accomplish certain tasks in defming problems of what
educational practice(s) are to be pursued.
What makes this case more interesting is the overlap with Japanese educational

1 This pattern continues through the first George Bush, "the education president," as he
declared himself in the 1988 campaign. Bill Clinton's interest in the "information
superhighway" and other projects, and the current George Bush and "No Child Left
Behind."
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reform which can be seen from one perspective as starting from diametrically opposite
"problems" but from another as employing very similar types of techniques for defining
education of ultimate worth.

Fducational Reform in Japan

Japanese education reform may be said to have started in 1983 as well. While
there was an attempt by the commissions involved in undertaking the reforms to portray
this period as the third great reform (Provisional Council on Educational Reform, 1985,
pp. 298-9; the first came at the time of the Meiji restoration in the 1870-80s, and the 2nd
after WWII), there is broad disagreement on the ultimate success of the reforms which
like those in the U.S. continue to the present. Three of the most comprehensive
overviews range from largely pessimistic about change (Schoppa, 1991b), to slightly
more positive (Roesgaard, 1998) to fairly optimistic (Hood, 2001). Is it the case that as
time goes on, the reforms look better or is it simply easy for observers to read into them
what they want to see?^
Leading up to some of the initial forming of forums and commissions, a number
of crimes and violent acts had been committed in schools across the country. In addition
the press had been highlighting some of the growing problems in schools, such as
bullying iijime\ school absence (tokokyohi) and general delinquency, which had led to a
national debate on "educational blight." The incidents of the killing of three homeless
men in Yokohama by junior high and high school students followed three days later by
the stabbing of a junior high school student by a teacher in self defense provided impetus

2 In addition to the three sources already cited, I draw on a number of references in the
general discussion, I utilize the following additional sources: Atagi, 1996; Beauchamp
and Vardaman, 1994; Cave, 2001; Horio, 1988; Lincicome, 1993; Okano and Tsuchiya,
1999; Sasamori, 1993; Schoppa, 1991a;
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for Prime Minister Nakasone to speak in the press about the need for a "radical solution."
(Schoppa, 1991b, pp. 52-54)
As prime minister of Japan from 1982-1987, Nakasone Yasuhiro, first established
a number of informal councils and forums, while instructing the Ministry of Education,
Science and Culture (Monbushou) on Dec. 10, 1983 to set up a advisory panel on
educational reform. However in February 1984, Nakasone instead established an ad-hoc
commission which was to be directed from the Prime Minister's Office (Lincicome,
1993, pp. 131-2; Sasamori, 1993, p. 139). The National Commission on Educational
Reform {Rinji Kyoiku Shingikai, hereafter NCER) then compiled four reports over the
next three years.^ In the meantime several reports from influential groups, including
business leaders, were also published in the initial phase, for example the so-called Kyoto
Group of 12, headed by Matsushita Konosuke, at that time the president of Matsushita
Electric Company.
I need to pause here to make several comments about the process that was
undertaken and then I will proceed to look at some of the policy recommendations that
came out of these groups. First, throughout the process there was a strong reliance on
group members who were chose from the business and corporate world, while teachers,
in particular, were very underrepresented. Second, the policy of creating a commission to
be administered directly by the Prime Minister was extremely unusual, in fact this was
the first instance since the end of WWII that it occurred. Third, the commission
disbanded in 1987 having accomplished few of its objectives, essentially having made
policy in a vacuum. However the effects of the policies have continued to date, in that
ongoing efforts of reform have proceeded in the 1990s and have in some ways been much
more successful than their predecessors. An argument can certainly be made that the
3 The reports, called the 1st, 2nd, 3rd and Final Reports were dated June 26, 1985; April
23,1986; April 1, 1987; and August 7,1987 respectively.
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road was paved by these commissions and it was only later that results were achieved.
Turning to the documentation produced, I will look first at the language and
description surrounding the condition of education and then look at several of the
proposals, especially those that deal with skills, and in particular some focusing on skills
for the information age, as well as those focused on internationalization (kokusaika).
There are of course other issues which I am not discussing in this review, including the
problem of the textbook authorization system, lifelong learning, and reform of university
entrance examinations among them.
The strongest language appears to have been used in the second report which
includes the phrasing that Japanese education was in a "state of desolation," as evidenced
by bullying, violence, delinquency. "If the waste and ruin of the minds of children today
is to be overcome," parents and schools must work together to establish a regime of good
and moral practices in education (NCER, 1986, in Beauchamp and Vardaman, 1994, pp.
305-6).
Moral education was intended to be not only a separate subject, as previously, but
to be used throughout the curriculum and included wide and disparate subjects, such as
basic manners, "spirit" and other vague matters of upright behavior (see Hood, 2001, pp.
78-84; McVeigh, 1998, pp. 159-79; Okano and Tsuchiya, 1999, pp. 58,216 for other
examples). Okano and Tsuchiya (1999, p. 233) link this in practice to the use of the
national flag and anthem, practices which had always been controversial after the war,
but are increasingly seen as acceptable by school officials (Aspinall and Cave, 2001 for
discussion of continued resistance).
The reforms were heavily dependent on a flexible conception of individuality
(kosei). (Cave, 2001, argues that the term was ambiguous while Schoppa, 1991a, does not
use a descriptor but obviously believes that it was a conflicted concept). In order to
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promote individuality, creativity (sozosei), independence (jiyu) and personal
responsibility (jiko sekinin) were all to be encouraged (Lincicome, 1993, p. 127). Other
terms were originally considered as the blanket term for the reform goal, such as
liberalization (Jiyuka) and individualization (koseishugi), but these were eventually
softened to an emphasis on individuality (koseijushi) as well as respect for individuality
(kosei no soncho). The key term was an effort to bring together many conflicting
opinions, incorporating 1) the emphasis of business groups on the need for more flexible
specialization in education in the new economy, 2) the emphasis by political
conservatives on trying to address post-war over-emphasis on rights, 3) and a widespread
perceived need to address the root causes of the social problems stemming from an
overburdened parents, unresponsive school systems, and too much competition (Cave,
2001, pp. 174-5; Hood, 2001, p. 105; Schoppa, 1991a, p. 231). Roesgaard (1998) argues
persuasively that the term was relational in nature and that it was ultimately linked to
more choice in schools, "ironic," she writes, in that a bureaucracy criticizing its own
creation, then produces a defmition of individualization that indexes ability (p. 185).
Minakami Tadashi, a former NCER member was quoted as saying "freedom to make
choices in education must be increased for the students, and this also goes for
individuality. The schools have to change ... this is also what kosei jitshi is about" (cited
in Roesgaard (1998, p. 162). I would argue the irony only extends as far as Foucault's
critique is not understood. In other words, a governmental approach does explain much
of the seeming contradiction in the streamlined individuality that was being called for by
NCER.
The role of business leaders had also been instrumental in calling for such reform
since they contended that the employment needs of the future would require new creative
powers. Moreover by including private sector participation education could be less
involved with peripheral aspects and focus more on "the basics" (Okano and Tsuchiya,
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1999, p. 234). On issues such as nurturing creativity, a consensus has been forged which
overrides the traditional political battles between liberal (mostly teachers' unions,
citizens' groups and some intellectuals) and conservative (government, bureaucracy and
business) interests. Cave (2001, p. 175) quotes one teacher's succinct expression of this
problem of reform as, "We need more people like Bill Gates."
But just how were the needs for labor in the new information age addressed in
policy documents? In the first report, there was mention of education needing to address
the "requirements of a new age." The last of the eight target areas in the report was
"coping with the information age" (NCER, 1985, in Beauchamp and Vardaman, 1994,
pp. 299-301). By using a phrase such as cope, the NCER wanted to emphasize both the
positive and the negative aspects of technology. It was important to develop an
"information morality," one that would "prevent users form becoming not only victims of
information but also from becoming wrongdoers..." (Roesgaard, 1998, p. 228). The
Committees evidently discussed a range of troubling phenomena, including the overuse
of game machines by children, the problem of "pseudo-experience" taking over from real
experience, hackers, loss of privacy, and copyright infringement, for example (pp. 2279).
It is clear that the committees, while hoping to capitalize on reform with
expansion potential for the computer industry (this was directly critiqued by both
teachers' unions, p. 233), were unable to point to any unambiguous benefits that
computer literacy would bring to society, other than assuming that the information
society was a foregone conclusion. Hood (200I, pp. 139-141) notes the fact that schools
and even companies have been slow to introduce computers but details more recent
(1995) proposals of MOE which have established new courses in information technology
(to begin in the school year 2003) as well as beginning discussion of training of teachers
in skills they will need to teach with computers. In addition to this, targets have been set
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for the number of computers at every level of schooling (MOE, 1999). To summarize
this section of the reform proposals, the notions of the information age were ill-defined at
best and left open to wide range of utilization, and as Roesgaard concludes, they were
primarily informed by a "quantitative technological deflnition" of information and its
applications and "focused on the machinery and dissemination" aspects of technology
(1998, p. 237).
The use of term internationalization, in the policy statements of NCER and more
generally through this period in the reform movement has been critiqued by many
commentators as well. Not only is there the explicit statement from Nakasone about
"contribut[ing] to the international community with a Japanese consciousness"
(Lincicome, 1993, p. 135), many of the documents go into detail about how such
education is to proceed.
Probably the most specific information in this regard is to be found in the third
report with subsections on tolerance of foreigners in Japan, assistance to other countries,
including accepting more foreign students into higher education, and development of
both English and Japanese as international languages.
In a fmal subsection entitled, "Establishing the Identity as a Japanese," there are a
number of reconmiendations. These include acquiring a "profound knowledge about
Japanese culture," while at the same time being "modest enough to respect native culture
and customs" of other countries. Furthermore, students "must have pride in Japan's
culture - in other words, what has made Japan what it is today - and in the implications of
this culture for all mankind" (NCER, 1987, in Beauchamp and Vardaman, 1994, pp. 3289). I must add that there also references to the relative values of all culture, including
Japan's, but it is clear that internationalization is to be interpreted in the manner of a "utum internationalism" Befu (1983, p. 262), implying a strengthening and inoculating
Japan from outside criticism. Atagi (1996) comprehensively analyzed government and
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business policy documents of this period and describes some of the early linkages of
internationalization and education as originating in the Maekawa reports (1986 and 1987)
as well as the 4 NCER reports. While the Maekawa reports, authored as they were by an
economic advisory council to Prime Minister Nakasone, focused heavily on trying to
ameliorate economic friction through international exchanges, the NCER reports focused
on the reduction of "cultural friction" (2nd Report, p. 209, cited in Atagi, 1996, p. 123).
The policies of internationalization as described above were severely attacked by
the teachers unions and other social critics. For example, Horio (1988, p. 378) has
written that the notion of intemationalization is "nothing other than Japan's ambition to
rise to a position of singular importance and power in the 21st century." Individuality
should be connected to a need for improving the rights of the average worker, not simply
to a notion of school improvement (p. 396).
Lincicome's (1993) conclusion however that "the problem remains how to
accomodate national goals to international ones, and how to accomodate a new,
"modem" Japanese identity - rooted in vaguely understood concept of individuality - with
a traditionalized identity rooted to the concept of ethnicity," (pp. 150-1) in some ways
overstates the mismatch I believe. I would argue that it is just in the formation of a new
identity based on individualism that the government was attempting to solve the twin
problems of creating a more decentralized educational system while guiding individuals,
or rather trying to change educational practice in order to create individuals who take
charge of their own lives.
There were also a large number of discussions regarding the reform of higher
education. And the imperative for restructuring higher education seemed to expand over
time. For example, in the 2nd report, one of the five areas targeted was "requirements for
higher education in Japan from an international perspective" which was amended to
"restructuring the Japanese higher education system from an international perspective" in
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the 4th and final report (Atagi, 1996, pp. 123-5, italics added). Among the proposals in
the 4th report were diversification and flexibility in creating content, courses, credit
systems and so forth; evaluation of universities by a independent entity; expanding
university research capacities by various means, including partnerships with private
industry; introducing fixed-term contracts and many others. In short, the focus is for each
university to create their own specializations and production of knowledge (Shimahara,
1998, p. 739). These efforts continue to the present.
To summarize then, we can see some of the same type of strategies used to
mobilize support for educational reform as in the case of the U.S. at about the same time.
There was creative use of a crisis (the crisis in Japan may have appeared to be more of a
reality, but statistics also show a decline in incidences of bullying through the 1980s until
about 1994; school violence also declined until 1987, however school refusers and
corporal punishment incidents have risen steadily; Hood, 2001, p. 152; Tsuchiya and
Okano, 1999, p. 197, 204,208) to use the work of special commissions, which in turn
triggered further media coverage and public discussion. It is further to the point to note
that a close relationship between Reagan and Nakasone existed (symbolized by the "RonYasu" first name camaraderie between the two) and a cooperative undertaking was
established, under the sponsorship of the United States-Japan Conference on Cultural and
Educational Exchange, researchers exchanged, and joint reports produced after studying
each other's education systems (U.S. Department of Education, 1987).
One focus of reform in both countries was on a combination of renewed work
habits through a set of individualization processes. In the U.S. case, these consisted of
renewed emphasis on effort while in the Japanese case they consisted in promoting
individuality but with strong roots in traditional moral education and discipline. Both
reform efforts were supported strongly by the business communities in the respective
countries with an eye to producing students who would acquire the skills for tomorrow's
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workplaces.
It is in the pre-figured construction of the workplace and the skills that will be
needed for the jobs of the future that we can best see how the notions of risk can be
utilized to help us understand the way that policy and governmental initiatives for
education are structured. For in attempting to bring what is uncertain, i.e. the skills to be
needed for work in the future, into a domain in which they can be acted upon, risk is the
necessary bridging concept. There is risk portrayed in the present state of affairs, risk in
the notion of continuing along the same course, risk in not acting, and risk in tomorrow's
world of the new economy. Therefore, a set of national goals for education becomes not
just essential but unthinkable. No doubt the rhetorical use of "an act of war" is stronger
than " waste and ruin" of young minds, but as I have tried to show in the discussion of
internationalization, a similar type of risk from the outside was utilized as a way of
targeting action that could be variously seen as either ethical (serving the a national
cause) or strategic (preparing citizens properly for their future work).
The use of risk as a mediator for reform goals and strategy continues I would
argue into the 1990s. It is not the primary focus of this dissertation, so I will leave it here
except for in more focused discussion of Japanese universities. However I would point
out that other observers have noted similar trends. For example, LeTendre (1999a, p. xx)
has written that, with regard to Japanese education, in the 1990s "risk, peril, and a focus
on anticipatory rather than remedial strategies have dominated the Japanese media." He
goes on to describe the demographic changes and the rise in single children, their
different socialization patterns and pressure they have to succeed.
However in order to evaluate such strategies, I need to review a body of work that
has focused on skills in the workplace as well as the specific links with education.
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Education and Employment

I have already highlighted the degree to which policy statements and efforts at
reform have looked to the future both of the society and individual futures to fuel their
drive towards acceptance of powerful and partially obscured aims. Critics naturally have
tried to expose these aims and in both countries and the drive to reform is stalemated or
continues in fits and bursts depending on particular coalescences of issues and actors.
This year (2001) in Japan has seen a protracted struggle returning over textbooks
in history and social studies and their inclusion (or as the critics charge their exclusion) of
anything that might be considered as evidence of the militarist policies of the Japanese
government in World War II. The repercussions have been such that few local boards
have used the more extreme conservative textbooks while China and Korea have both
publicly protested the government's actions (Kitazawa, 2001).
This kind of educational policy struggle over the topics and themes in history is
fought fairly out in the open as exemplified by the epic 30 year-long court cases of the
textbook author lenaga Saburou, fighting against government censorship of his texts. In
contrast, questions of employment in the futiu-e tend not to be, at least not in respect to
how and the degree to which education should be structured to provide skills for the
workers of tomorrow.
While a complete survey of the skill components of work and labor which are
thought to be required for educating youth is beyond the scope of this chapter, it
continues to be such a vexing problem precisely because the claims that are put forth
about knowledge in relation to education, make strong claims even while admitting
knowledge is incomplete. As I have shown above, with regard to educational reform in
both the U.S. and Japan, a strong emphasis is placed on educating to meet the perceived
needs of the workforce of tomorrow. Uncertainty about exactly what the skills and
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content of the education will consist of is replaced by the use of risk in the event that we
fail to act. Black boxing of skills in other words is resolved by moving from uncertainty
to risk by specific techniques of empowering the individual. Exactly how the individual
will be empowered is purposely left opaque although, as I have already made clear, part
of the framing consists of appeal to technology and computers. I will discuss this in more
detail below but first I will explore a little more in depth what the recent study of labor
and the changing nature of work has to show about skills and content of future work. The
first part is more general while the second begins to show in greater depth the linkage
between work and education.
In a general sociological sense, the future of work has been an important topic of
interest at least since Harry Braverman's classic Labor and Monopoly Capital (1974)
which for many years set the terms of the debate with his emphasis on the process of
"deskilling."'* Braverman argues that there is an inherent contradiction in growing levels
of education for the average person while job skills have "increasingly been subdivided
into petty operations." Conception and execution are separated from each other and the
more sophisticated the machines, the less control and understanding necessitated from the
labor force involved in production.
However, Braverman's analysis has over the years been challenged from various
perspectives. Mallet (1975) in contrast, though also writing from a Marxist perspective,
argued that integration would be achieved through labor power in the form of a new
working class. In the age of newer automated industries, such as electronics, an objective
integration of the work force in the enterprise would result since higher skills would be
required. Worker control over productive capacity becomes the central area of union

^ Influential work like that of Blauner in 1964, and even Marx, dates earlier but I
reference Braverman's book because it is generally agreed that it marks an intensification
of the debate surrounding the skills content of modem work.
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militancy and wage determination for individual categories of workers becomes
secondary (1975, p. 46). Gallie (1978), on the other hand, carried out an empirical study
of workers in British and French oil refining companies based on surveys and found
widely varying attitudes with regards to job satisfaction, and management. A new set of
problems had been generated by "continuous-process technology," including the cost of
labor which was mediated through new and complex determinations of how much labor
was necessary to insure optimal production (1978, p. 297). In short, cultural and social
factors were found to be more important than any identifiable changes brought on by
technology and automation.
There are basically two currents in the discussion of changes in the structure of
labor and management since the early 1970s, with occasional attempts at reformulation
and synthesis. On the one hand are theories of integration, increased power and
responsibilities for labor, and more recently "re-skilling." On the other hand are theories
of deskilling, loss of autonomy, and disappearance of manual labor and work altogether.
It seems clear now that studies which look to the interactive construction of work,
technology, and organization (Taylor et. al., 2001) seem to be gaining against the
radically optimistic and pessimistic scenarios, although as mentioned in Chapter 1 we
should be a little suspicious of dichotomizing opposing perspectives.
Has the information age, or more generally computerization, presented a
qualitatively new dimension to the discussion of work in and by automated forces?
Certainly the literature is full of discussion of "flexible specialization," "numerical
control," and "programmable automation," but what do these shifts in greater
implementation of computerization in production entail for labor? Zuboff (1988),
employing the term "smart machine," for the computer, introduced a new term to the
debate, informate, to describe the process by which information technologies increase the
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amount of data regarding the processes of labor, as well as "provid[ing] a deeper level of
transparency to activities that had been either partially or completely opaque." (1988, p.
9) While she noted Braverman's argument (without explicitly refuting it) she claimed
that even as bodily knowledge (craft skill) is displaced, "reskilling" is the result of
infomating (1988, p. 57).
The case studies of eight different organizations (3 pulp mills, a bank, a
pharmaceutical company, a branch of an insurance company among others) show mixed
results as each workplace struggles to meet the challenges of a new age. Management is
presented with a choice; either attempt to retain the traditional division of labor, to the
detriment of the production process, or push forward with a strategy that "involves
egalitarian access to the emerging electronic text" and develop " a sufficient depth of
intellective skill so that those who have access to data also have access to their meaning"
(1988, p. 356).
A set of dystopian approaches to the future of work have followed one after the
other in recent years. Aronowitz and DiFazio (1994) argue that informatics, "the fusion
of computers and communication," has given rise to and is the result of a
technologization in which knowledge and not skill is ultimately important and
consequently is rewarded. But they dispute the assertions of Zuboff and others that
suggest more than a small minority of the work force will benefit. One of the intriguing
points they make, in detailed chapters regarding various professions, is that the prospects
for teachers and professors are just as bleak as for other professions that are less
composed of mental labor. Aronowitz and DiFazio point out the way computers can be
said to have infiltrated wide acceptance among the knowledge workers and in a sense
won out. Virtually all academics, for example, use computers in their work.
Researchers of technology may accept critiques of technology but largely embrace the
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"technological sensorium" as they label pervasive computer usage.
A stronger version of the de-skilling thesis is that the age of labor within the
traditional economy is essentially finished for a majority of people (Rifkin, 1995).
"Trickle-down technology," the argument that as production becomes cheaper,
consumers buy more goods, resulting in job creation has failed since jobs are
disappearing in every sector except those working in knowledge production, the
"symbolic analysts" in Robert Reich's well-known articulation. Rifkin's proposal for the
future is in the "third sector," volunteer and community-based labor which can and must
be funded in various ways by government. By adding a hopeful view, he may avoiding
be lumped in with the long line of technological deterministic treatises, such as the
classic, "Sleepers, Wake!" (Jones, 1982).
Even managers and technical professionals responsible for pursuing increased
knowledge capacity for their organizations through computer applications face a dilemma
as these applications threaten to displace their expertise (Cherkaski, 199S). Notably,
however, not much evidence is given for the claims in much of this work other than what
the technology makes possible.
Specific analyses of actual existing battles over deskilling vs. enskilling are
somewhat more ambiguous. Rhoades (1998) utilized a database called the Higher
Education Contract Analysis System and found that 78 of the 212 had some provisions
regarding technology, for example, telecommunications, distance learning, intellectual
property or other categories. Overall he found little evidence of enskilling; much of the
extra work involving training and preparation, and extra duties (like developing on-line
resources) fell outside of contractual arrangements and so was often uncompensated.
Furthermore managerial initiatives seemed to focus on expanding control over the more
informal sectors of the academic workplace, technical assistants, adjunct faculty and so
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on, a long-range trend that bears watching.
Other sociologists of work and skills have suggested that the wrong questions are
being asked about skills. Barley (1988; Barley and Gunda, 2001; Orlikowski and Barley,
2001) has argued that the important foci should be on the institution and the work done
and observed. Skill functions get re-distributed within organizations, so the question of a
technology affecting skills is too general. More specifically, study of information
technology needs to look at the actual practices more closely. Work done with and on
computers appears and disappears rather quickly (Barley and Gunda, 2001, p. 85), so it is
not so easy to infer what the work consists of Focusing on the organization would lead
to "hybrid explanations that weave together human actions and choice, the functions and
features of specific technologies at the context" and other features (Orlikowski and
Barley, 2001, p. 151).
Vallas (1993, 1998) also has argued against unitary approaches to skills
components of changing work. A better plan of focus is on the culture of the workplace,
boundaries and "inclusion/exclusion" practices and struggles (Vallas, 1998, p. 366).
These kinds of theories don't exactly mean that foci need to be on individuals, but they
certainly need to be nuanced enough to account for the variations that seem rife in the
analysis of skills.
Both Gorz (1999) and Beck (2000), are perhaps good examples of the attempt to
bridge the pessimism of the loss of work with a hopeful outlook on what declining work
hours and different kinds of activities would mean for society. They share the notion of
"insecurity" (for Beck, 2000, pp. 67-91 multi-activity within the risk regime; for Gorz,
1999, pp. 52-4,93-4 generalized insecurity in the redistribution of work, however which
can lead to radical alternatives such as guaranteed wages) in the work identity of many
people in Europe.
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However, there is also a more skeptical line of research that looks at the effects of
the new work modes on the individual character. This would be similar in some ways to
the correspondence that Beck has drawn between the societal aspect of risk and the
demand for individuals to take charge, with the attendant risk of failure redounding
heavily against those who are unsuccessful. Sennett (1998) calls this the "corrosion of
character," in which the demands of the new economy motivate individuals to continually
look to upgrade themselves.
'"Jobs' are being replaced by 'projects' and 'fields of work.'" (An ATT executive
quoted in the New York Times, cited in Sennett, 1998, p. 22) Sennett correlates his
observations with interviews of several respondents, one woman for example, who gave
up her secure employment as a bar manager in lower Manhattan to try working in an ad
agency, but returned a year later even though she had been relatively successful. "Being
continually exposed to risk can thus eat away at your sense of character. There is no
narrative which can overcome regression to the norm, you are always 'starting over'" (p.
84). Neither accumulated knowledge nor skill based on seasoned and diverse experience
has much application in more and more work environments. What is required is
immediate responsiveness and in group-oriented processes. "Teamwork ... takes us into
the domain of demeaning superficiality which besets the modem workplace" (p. 106).
Looking only at a particular kind of labor, office work and its automation, Diani
(1996) comes to a similar conclusion, though the focus is much more attuned to trying to
take account of the "individualising processes" inherent in introduction of computers and
work stations. There are dual processes of reduction of autonomy and increased freedom
occurring simultaneously resulting from the "abstraction inherent in the new conditions
of work alter[ing] one's psychological sense of the work itself... work may indeed
recompose, but the meaning of each activity becomes murkier and more inaccessible both
for the individuals and for the organisation" (1996, p. 155).
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Returning to the more macro -analysis, Castells (1996, 1998) attempts a global
analysis of the new society that is resulting in the information age. He uses a sweeping
accumulation of data to dispute many of the assertions of Braverman, Rifkin and others.
However, he does note, among other points, the individualization of labor and
vulnerability oflhe work force which he contrasts with a cautious optimism overall
regarding job growth in certain sectors, differing from country to country. Castells
(1998, pp. 214-48) has a long sophisticated discussion of the situation in Japan and that
should lead us to ask the question of whether and how Japan is different in respect to
employment futures. It would be impossible to do justice to the lengthy analysis
provided by Castells of the political economy of Japan, so I will be content with raising a
few points as relevant to the overall discussion of employment and skills.
Castells' thesis is as follows. Information technologies (Castells uses the term
"informationalism") and the development of a global society have resulted in and from a
capitalist restructuring which allows some economic actors to apply information for their
personal gains. Information is used on a global scale and in globalized networks (hence,
the Network Society, Volume 1). East Asian economies, and Japan first among them,
were previously well-regulated and smoothly efficient networking societies. Japan was
able to focus obsessively on "production, technology and exports." However the
"developmental state," as Castells terms the post-War consensus in Japan, symbolized by
the money politics and factional power brokering of the Liberal Democratic Party (LDP)
was wrecked not only by the financial and banking crises beginning in the 1990s which
continue to this day, but also by entry into the global market which forced financial
institutions to play by different rules, and led to them being caught and penalized
(evidence for this is in the scandals of trading companies like Nomura Securities,
Yamaichi Securities and others).
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Moreover in the cultural sphere, an inherent contradiction developed between
competing visions of the developmental state and a promotion, unsuccessful, of an
"information society" (johoka shakai). Here Castells' analysis breaks interesting ground
as he draws attention to the failed grand strategies of the 1980s, based partly on Utopian
futurologists like Masuda Yoneji.^ Certainly, there seems to be a tradition in Japan of
speculating about the future. The Science and Technology Agency conducted surveys
throughout the 1970s and 1980s in an attempt to predict technological innovations in
various fields (The Institute for Future Technology, 1988, notable also is the defmition of
risk as a technical matter, p. 242).
Although the Ministry of International Trade and Industry (MITI) launched
several projects in the 1980s, the Technopolis Program, an attempt to "mass-produce
Silicon Valleys," in Castells' estimation, as well as the Fif^ Generation Computers
Program, both were unsuccessful and spawned equally futile futuristic initiatives by
competing ministries. Castells' explanation of why these projects failed includes several
dimensions, but one of them, crucial to this study, is the blanket indictment of higher
education in Japan as completely incapable of producing human capital for the creativity
required by such new kinds of technical scientific research.
It is easy to quibble with some of the analysis represented by Castells, but on the
whole I think his explication is fairly correct. The educational system in Japan has been
tied to neo-nationalistic agendas, as I showed in the debate over national identity in the
reforms of the 1980s, and the formulation of educational policy based on necessity of

^ Masuda (1980) proposed, among other things, "computer peace corps" and a "vision of
computopia." More realistically, Masuda's ideas however contain a number of prophetic
symptoms such as his focus on participatory citizen movements (pp. 101-8) as well as the
loss of privacy from computers (pp. 109-117). It is difficult to locate anything about
education and even less about labor, other than the inference that people will be minders
of the all-powerful computing systems.
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utilizing new technology was also fairly shortsighted.
My search for a focus on skills led me to some general statements about
knowledge, for example to the effect that knowledge has become the raw material for the
economic and social development, and thus humans have become a productive power in
and of themselves. Or in the conclusion regarding the "fundamental social cleavages" of
the new age; "the internal fragmentation of labor between informational producers and
replaceable generic labor" (1998, p. 366). Unfortunately, what kind of application to the
development of skills through education this entails we might just have to imagine
ourselves. Thus, while I do not take objection to the sweep of Castells' encyclopedic
survey, I am rather waiy of its feeling of inevitability, for all its sustained and globally
meticulous reach. Waterman (1999) notes Castells' vacillation with regard to labor
unions, which I would argue is symptomatic of his desire for focusing on the
individualization of work, in a manner similar to Beck, while staking the main part of his
analysis on the ascendancy of a new form of labor, which is valorized even if it is not
completely clear what it will be.
I noted at the outset that I would not be able to do justice to the full scope of
Castells' overall thesis. It is important to point out a few more critiques of some of his
ideas though. Fortier (2001, pp. 26-41) questions a number of assumptions about
linkages between capitalism, productivity, competitiveness and the network model of
society proposed by Castells. In some ways disagreement probably goes back to the idea
of cleavages noted above; how much of the workforce will And itself in control of
information and how much will fmd itself being monitored by information? Fortier notes
processes that a great many, if not all, people in the new economy fmd themselves
exposed to, what he calls, citing Agre (1998) a "capture model," the way in which data is
tracked and sophisticated databases are built up on even the most mundane of habits, and
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preferences. Preston (2001, pp. 219-20) has similarly argued that Castells' theorizing of
new media is too enthusiastic and strongly determinist in contrast with other sections of
the work. All of this should make us somewhat wary about how much the network
society is really something new or rather a facade under which lies the same old
cleavages (which may be to assume also that they are not actually being exacerbated).
However let us return to the question I asked at the outset of the investigation of
Castells' work, one that he answers but only partially and from the statist perspective
(and here I will add one more of my quibbles that although he notes the symptoms of
youth rebellion, I think he overemphasizes the degree to which this really stands for
problematic resistance instead of what I take as optional non-participation as alluded to in
the introduction with the discussion of changing life patterns of women. Or as Schoppa
(2001, p. 77) puts it in less traumatic terms, "individuals and firms now have the wealth
and freedom necessary to pursue private solutions to their economic problems.").
Discussion of education and employment in terms of risk, which I will do in the next
section, brings these issues a little more to the fore than simply relying on process-based
accounts, descriptive though they may be in their own terms, of the new economy. Now,
returning to an important question, is there evidence that Japan is still different from
Europe and the U.S. in employment patterns (i.e. lifetime employment, avoidance of
radical restructuring)?
A lot of recently published work seems to suggest that the collapse of the lifetime
employment system is at least being widely discussed, while many firms have avoided
major restructuring or bankruptcy to date. Three groups, however, are particularly beset
with difficulty in securing stable employment; recent school and college graduates, those
entering the job market to maintain their standard of living, and those middle-aged and
elderly workers returning to the job market after a prolonged absence. The government
has (as of January 2000) implemented policies aimed at special employment schemes.
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including subsidies for small and medium-scale enterprises and infant industry,
information and communication technology firms for example (Kaneyama, 2001).
Rebick (2001, p. 129) found some evidence that firms are gradually moving away
from an "ability-qualification" system, that is, one based on qualifications that workers
develop on their own to payment based more on "job content or as shown through actual
performance." Further evidence for the increasing flexibility of work, contractural
arrangements, and transfer (tenseki is a common practice in Japan whereby employees
are moved to subsidiary companies, usually but not always through their volition) is
provided by Sugeno and Suwa (1997) who argue that present legal precedent establishes
protection but it is very uncodified in terms of actual law. More startling for its
implications for the Japanese labor market perhaps, since it seems to lie outside Castells'
focus, is the growth of foreign firms forcing small and less profitable Japanese enterprises
to restructure or consolidate. Even though the number of mergers is quite small
compared to the U.S., it has been increasing (Blomstrdm et al., 2001, p. 259)
Finally, in a labor market that can only ever be fairly uncertain and insecure, the
day laborers in San'ya, Tokyo, a poor working class locale, have seen their opportunities
for work practically disappear in the late 1990s. Gill (2001) contrasts this to the
campaign poster in 1985 for the re-election of Prime Minister Nakasone, promising,
"Safety, stability and peace of mind" {anzen, antei, anshin).
All of these studies have as their main area of focus the way in which new
patterns of instability in labor conditions in Japan are affecting specific labor practices.
Another area of focus, however, would be to try to look at the macro-economic picture
and though that is clearly beyond the range of this study, there is at least some evidence
that certain patterns of employment arrangements are changing.
While they are unlikely to constitute anything other than a small fraction of the
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total employment picture, there are cases of individuals who utilize information
technologies in one way or another to start small businesses. While he may not be Bill
Gates, Son Masayoshi has already provided a figure of prototypical proportion in Japan
for his rise to wealth with his company Softbank. Having acquired a portion of Yahoo!
before it became well-known, he then was able to parlay that investment's success into
establishing Yahoo! Japan and Japanese versions of other internet companies. Other
examples exist in the outgrowth of the mobile communications technologies exemplified
by i-mode, NTT (an ex-monopoly telecommunications corporation) DoCoMO's internet
service. While it is hard to visualize NTT spearheading major changes in the possiblities
for new businesses, there are indeed significant openings for piggy-backing since the imode type of internet access has become so popular, compared to the slower increase in
the popularity of desktop computing. Moreover as the counter examples of Rakuten and
Recruit (the first an internet start-up which pools on-line shopping sites for its customers,
the second an older advertisement publishing company, particularly known for its job
advertising for young people) show both small and large companies, new and old, are
utilizing the potential to re-structure the way they sell their product(s), which in many
cases not surprisingly are derived from some form of commodifiable information
(Rohwer, 2001, pp. 222,240-243).
It is unclear to what degree so far this is having effect on the traditional bonds that
exist between employers and universities in Japan. Of prime importance for a university
in Japan is its record in graduates who secure reasonable employment. The making of
connections is often considered a prime factor is the students' choice of the :emi
(seminar, or senior thesis class) professor and many professors work hard in keeping
these coimections with contacts in business, industry and other potential employers
(Kelly, 1993; McVeigh, 1997 uses the phrase "college as employment agency"). Recent
pressures within Japanese universities on molding student qualifications and expectations
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in order to increase their job applicant potential are commonplace. One example is the
pressure on students in many universities to take English proficiency tests (TOEFL,
TOEIC, and the like), not for the purpose of entering university abroad but as a
qualification for getting a better job in Japan. This pressure, however, runs counter to
evidence that few companies, even those described as international firms in Tokyo,
actually need fluent speakers of English (Hadley,1999, p. 96). Another example is the
endless training seminars arranged by universities in order to develop their students' jobseeking strategies.
In the current climate, and one should recall, current, in this context means about
10 years, would not a re-evaluation for what education as preparation for employment
means become more possible?
Summarizing then, we can see the following themes; 1) the deskilling vs. reskilling (or enskilling) debate regarding organized labor, ending in unresolvability for the
most part, except in some specific cases and perhaps also with regard to prior saliences of
class, gender and location in the global economic order 2) the gradual displacement of
physical labor (and in some cases its disappearance altogether) and its replacement with
work defined by the categories of service and knowledge and 3) the debate over the
degree to which work of the future (for the vast majority) will require knowledge/skills
which may be considered different fi-om what education has been doing in the past, and if
so, how and where such education or training is to be provided.
These conclusions are similar to what Camoy (2000) finds in his global analysis
of the new economy (he includes some information from Japan as well, but less
sophisticated and more reliant on statistics than Castells) and technology. To begin with
he charges Rifkin and others with "diverting attention" from the important changes in the
way work is changing (p. 20). Technology neither dc-skills or reskills or rather it may be
said to do both simultaneously. Instead of focus on the skill component, Camoy thinks
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that we should look more closely at labor flexibility. This takes two prominent forms,
one of re-training, wage incentives and participation and the other, out-sourcing, fixedterm and part-time employment, reduction of wages and labor union power. And as with
other perspectives above, he argues that they happen concomitantly even within firms.
Citing Toyota as an example in Japan, the core labor force has been protected while much
of the supplemental production has been outsourced (pp. 64-104).
Flexibility is further defmed as containing four central elements; I) more jobs
with shorter hours (less than a standard 35-40 hours a week) 2) more fixed-term contracts
3) more off-location and independent employment 4) less protection through contractural
arrangements of wage peripherals (pension, health care, reciprocal rights and obligations,
training and skill upgrading) (p. 74). Perrons (2000) concurs with this analysis, even in
the "comparatively sanguine" state of labor market in the UK which, it is argued,
disguises many uneven distributions of work, e.g. excessive hours for some, part-time
employment for others.
I have already briefly noted the changes in labor are also affecting intellectual
workers as universities, teachers, and others who are not immune to the changes affecting
the entire economic structure whether it is labeled the information society or not.
Another change of equal importance is the rise in coalescence of interests between
industry and educational institutions, sometimes with the help of government, sometimes
not. Research increasingly is valued for its economic potential and corporations can
outsource the knowledge production necessary to remain competitive (Slaughter and
Rhoades, 1996). An alarming conclusion is that "faculty not involved in
commercialization of knowledge are likely to be more closely managed and regulated to
ensure the fulfillment of the traditional instructional functions of the university" (1996,
p. 333).
But how does all of this intersect with education, aside from the discussions of the
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professional worlds of education and a skills only analysis of the components of work in
the new economy? In the next section I will draw on the concepts of risk to add to the
analysis I have begun in the sections above.

Risk as Critique of Reform and Emplovment Themes in Education

In Chapters, I noted the dearth of educational research and theorizing drawing on
the risk society, as well as pointing to several studies that had utilized the governmental
perspective. In this section, I want to review those studies but also give examples from a
growing literature which is much less theoretical yet illustrates some of these concepts
empirically.
To begin with however, there are a number of very recent empirical studies of
labor practices set within a larger framework of how the economy, and, in a few of the
cases, youth socialization patterns are changing.
If flexibility is the order of the day, is it always viewed as a negative? As
evidenced in the discussion in the previous chapter of the cultural entrepreneurs in
Manchester, England, there are certain professions in which quick change and risk as
well is seen as something fairly positive. Green (2000) theorizes that risk is prominently
built into global financial markets and the traders who work in them. Risk is a
"coordinating social mechanism," which provides stability and opportunity" (p. 78). It is
through the production and exploitation of risk to absorb uncertainty that the traders (and
investors) profit, although occasionally the encouragement of risk-taking leads to the
spectacular cases of rogue traders and concentrations of vulnerabilities.
However, are these simply exceptions to the more general case of individuals
being more prone to losing the basis of identity as has been argued above? Other
empirical research results seem to be somewhat ambiguous. Smith (2001) utilizes three
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case studies in the U.S., a non-unionized photocopy service provider, a unionized
woodworking firm, and a "mixed" employment patterned computer technology designing
and production firm, as well as interviewing unemployed workers in a job search
networking agency to illustrate a widespread tendency (even for those affected
negatively) to see flexibility, not only as limiting, but as strategic. The general
conclusion which she terms "ironic" is that risk and unpredictability is "construed by
many workers as enabling" (p. 14). Or put another way, risk, uncertainty, and
opportunity condition and frame each other. Many of the workers were content to
individualize their risk positions, "exploit it to personal advantage, and adjust to the rules
of the new order" (pp. 167-170).
Looking at case studies of unemployed young people in the city of Leipzig of the
former East Germany, which has a significantly higher unemployment than the former
West Germany, a similar conclusion is that "risk is perceived as operating at the
individual level" (Evans, et.al., 2(X)1, p. 137). Young people make choices of
employment training and goals on the basis of various individual pressures and
circumstances even as the problems they face are socially generated and outside their
control (pp. 12, 147).
An important aspect of the degree of differentiation between individuals and
groups is made even more explicit by Furlong and Cartmel's (1997) study of British
youth. Even as individual responses made in the face of changing employment risk and
uncertainty are seen by youth as their own, their choices are often structured greatly by
class considerations or "risk divides," insecurity for some, tradable skills for others
(Allen and Henry, 1997; Ekinsmyth,1999).^ In many ways these studies illustrate a

^ There is some disagreement about whether risk or flexibility best describes the
employment futures. Allen and Henry argue for risk since they suggest flexibility is
represented as a "package deal" with a group of accompanying characteristics and it also
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contradictory trend, as has been extensively reviewed above, toward greater
diversification in skills and training, or "differentiated paths" to adulthood, while at the
same time continuing the trends of instability, loss of security and increased uncertainty.
What Is less new perhaps is the way that opportunities have continued to be seen as
resulting from individual choices, and successes or failures (Furlong and Cartmel,1997,
pp. 3-4, 13, 28).
Aside from preparing youth for flexible futures, what kind of skills will enable
them to put themselves into the positions to better make the transition to employment in
risky futures? Returning again to question of the skill component of jobs, Stasz (2001)
has researched extensively on what employers in various contexts and across different
national boundaries stress they desire in skills for the future employee. These new work
skills are labeled "core skills" in England and Scotland, "essential skills" in New
Zealand, "key competencies" in Australia and usually consist of attributes in four areas;
1) academic or "cognitive" 2) generic (such as problem solving, communication, team
work) 3) technical and 4) work-related or "soft" skills (such as motivation, volition,
dispositions. Evidence from workplace studies seems to suggest that it is the soft skills
and the generic skills that are most in demand. However these are just the kind of skills
that are most likely to vary from context to context and thus are extremely difficult to
track by training, focused on statistical or reductionist models (i.e. discrete based,
measurable and testable). Stasz instead proposes a sociocultural perspective, using
ethnography and other tools, to locate skills within particular contexts.
It becomes a dilemma then, in trying to balance between the reality of training
students in "flexibility agendas" and the charge that they become the site for the
"construction and reflexive monitoring of these networks" (i.e. of the new work society),
emphasizes part-time or contracted employment. Ekinsmyth however points to the lack
of dfiferentiation in Beck's risk society analysis.
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for schools and educational professionals to negotiate their mission to prepare students
for the future (Kelly and Kenway, 2001).
A choice does exist between simply preparing students to be "privatized" through
the hidden curriculum (Curry, 2001) or explicitly addressing the risks of transitions with,
through and by means of education. Certainly, the ways such explicit opening to risk is
framed and addressed differ from educational context to context and even in the science
curriculum can be as basic as making knowledge connected to "life-worids" and
constructing knowledge not on basis of arbitrary certainty "but merely the hope of a
reasonable chance to fulfil one's aims" (Quicke, 2001).
However utilizing risk as a concept for addressing the larger issues of educational
policy seems to be caught in the overgeneralized mode of applying equal criteria across
contexts. So while we may agree that it is useful to talk of a risk society as a way of
opening discussion to the broader issues in the intersections of policy, education and
work futures, it also does not provide enough of a conceptual tool to critique the actual
processural outcomes inside educational institutions and systems. In other words,
although the risk society thesis may call our attention to the way in which education is re
oriented by "consideration of risk in the future" (Robertson, 1999), it is still necessary to
look at the strategies that are used in each context.
Cross cultural comparison of educational reform can help in this regard, as I
showed preliminarily in the first section of this chapter. Whitty and colleagues (1998,
2(X)0) have detailed such a set of projects with regard to various educational systems
worldwide. In a large scale study of five countries (England and Wale, Australia, New
Zealand, the U.S., and Sweden), they looked at a range of mechanisms which they
subsumed under the heading "devolution." They chose this word to focus on a number
of processes such as deregulation, decentralization, and others, which they came across in
their research. While remaining sensitive to variable and contingent national contexts, it
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is their contention that there are indeed striking similarities even in the case of Sweden
which has traditionally been much more centralizedJ A movement toward the
"replacement of collegiality, collectivity and cooperation with competitive
individualism" (1998, p. 10) was apparent in all the cases, albeit orchestrated through
different means and types of actors. Remaining somewhat skeptical about the nature of
the new work order or society, they nonetheless refer to a combination of the "evaluative
state" and "quasi-markets" (p. 12) to try to capture the paradox of a center slewing off
authority while using strategies to govern at a distance (they do not use the
govermentality phrasing though it appears to reflect their conception quite well).
There are a number of studies applying Foucaultian perspectives of
govemmentality (as outlined in Chapter 3) which have been undertaken, although from
somewhat different perspectives. Peters (1996), for example, writes at a high level of
abstraction, attempting to fmd openings to critique master narratives for education such
the legitimization of individual economic rationalism and devolution as discussed above.
Such narratives, he argues, are based on code words such as excellence, innovation,
improvement, upgrading, technological literacy, international marketing and
management, skills training, performance, efficiency and enterprise, and typically make
use of critique of education as the "culture of dependency" (1996, pp. 88-9).
Hunter (1994,19%) uses the overlap in the historical formation of the person and
the social uses of education to argue that bureaucrat and intellectual alike are involved in
supervising the "moral guidance" of their subjects, i.e. children. In the "assemblage" of
what becomes in schooling in modem societies, then, intellectuals, or other "collectives
as object" (1996, p. 163) are unlikely, as they presume, to have the power to transform
schooling.

^ Japan and China are mentioned briefly as well (2000, p. 113).
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In a more recent article, Hunter (1997) illustrates the use of destabilizing the
discipline of English language teaching by looking at the complex of purposes that have
been built up into a grand category of the subject of English in Australia. Three different
and competing and unpredictably aligning purposes can be described for English teaching
and learning; I) as a focus on linguistic competencies 2) as a focus on aesthetic purposes
of literature and 3) as overseeing an "affective or personal development of students" (p.
315). Following his earlier work, he argues for seeing literacy, not as an ideology, but as
"a social apparatus" (p. 328). However, it should be noted that such a perspective makes
no difference between conservative and radical notions of constructing morality
effectively lumping them all together and effacing the political import of different
pedagogies by focusing exclusively on the "technical" (Threadgold, 1997).
Popkewitz (1998,2000a and b, 2001) has probably written more consistently than
anyone else using the tools of a govemmentality approach to apply to educational
contexts. 1 can not do justice the variety of themes he discusses in these various chapters
and articles, but I will focus on several which have relevance to this dissertation. First he
focuses on the "making/remaking" of national imaginaries (2000a). The struggle over a
national identity is a technique for both inscribing (and producing cultural anxiety) but
also forgetting, that is, excluding what should be properly left outside. If one is Japanese
for example, one can be international as well, but not multicultural, or so it often seems in
the reform policies documents. Second and similar to many of the perspectives reviewed
in the previous chapter, a subject becomes an autonomous actor with "dispositions,
sensibilities, and awareness," but also is ""subject o/its own conduct" (2000b, p. 175,
italics in original). For education, this means that categories such as curriculum and
professionalization are not simply ways in which education is laid out 'on the ground,'
but also ways in which power is enacted through subjects governing themselves.
Perhaps even more to the point of the research of this paper, assumptions behind

183

new forms of pedagogy, a progressive approach to technological education (as illustrated
in Chapter 2) is also seen as a disciplinary practice. In one aspect of this argument,
flexibility is required for the progressive teacher in order that a populist goal of educating
with and through consensus in local environments can be fashioned. "The teacher is a
redemptive agent who embodies and imparts the norms of policy and research" (1998,
pp. 13-4). Nor are social scientists removed from this problem since they are involved
with the codification of practical knowledge (1998, pp. 4-5; 2001, pp. 320-1), the
application of knowledge to the social world in the calls for relevance that beset research
at nearly every juncture. This, like Hunter's work (above), casts a shadow of doubt on
the power of reflection and critical stances to re-invigorate codified educational practice
through invocation of constructivist or other new progressive pedagogies. Popkewitz
calls for a "double self-reflexivity" (1998, p. 26) to try to overcome the impasse of
critique which is re-formed by its adherence to normalizing discourses.
A second aspect of this critique is more strongly focused on the notion of
constructivism in which the duality of structure and agency is loosened in the focus on
knowledge (process-oriented) but re-inscribed in the pedagogical domain (e.g. the
capacity to do problem-solving) (2001, p. 328). Gee (2000) has outlined a similar type of
argument regarding the skills that are being promoted through emphasis on the "new
work order" (Gee et. al., 1996). Gee and Lankshear (1997) use the term "fast capitalism"
to call attention to the fluidity of demands for young people to re-train themselves for
jobs that are often just out of reach, no matter what they do. Moreover, the alignment
with cognitive science (e.g. problem-solving) in the elaboration of the skills deemed
necessary by business calls into question some of the progressive orientations of recent
educational discourse. "Portfolio" people (Robins and Webster, 1999, pp. 203-7 use
"portfolio careers") drawing on "rearrangeable skills," are what educators are extolled to
think in terms of, and the progressive and utilitarian perspectives create an unlikely
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alliance centered on "communities of practice" (2000, pp. 47-51).
Similarly, Robins and Webster (1999, pp. 192-218) attack "instrumental"
progressive education for its complicity in implementing the techniques of 'profiling"
and assessment to manage the development of competencies (e.g. learning how to learn,
flexibility and so forth). Since governments have been unable to retain strong control
over national economy due to forces of globalization, they have turned to one domain in
which they can exercise leverage over the competitive global competition, namely the
universities and the production of human capital (p. 201).
Despite the heterodoxical nature of these critiques, I think it must be said that they
(especially Popkewitz's) are presented at a rather high level of abstraction, so it is safe to
assume they constitute working hypotheses in some form to counter unexamined
assumptions that are linked together, for example in discussions of computers and
learning as I illustrated in Chapter 2 or in the kinds of skills that are necessary in the
information age.
The commonality of the approaches cited above is to show a range of critique
toward the normalizing practices in education. They do not necessarily mean that more
critical, or liberating, approaches grow out of explanations aimed at deciphering the
technical means for governing individuals in and through education. As the critique of
Hunter's work shows, very conservative conclusions can be draw about pedagogical
practices, which otherwise claim for themselves the banner of critical. Popkewitz's work
asks us to consider the same about notions of constructivist pedagogy, which is lifted
from its original context and applied to new ones. I should make it clear that the use of
technical analysis, drawing on a concept of risk does not necessarily mean that some
more liberatory form of pedagogical practice is the pre-determined outcome. On the
contrary, risk simply opens the way for further positing of questions of what is of
ultimate worth in the ensembles of technology and education.
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Risk. Technology and Education
There are a number of dimensions through which technology and education can
be analyzed as risk. The first would be to look at faculty employment, autonomy, and
continued viability as an independent institution of knowledge production and critique.
The second would be to look at the kind of teaching and learning that results with
computer education. The third would be to look at how computer education is changing
certain relationships in universities between faculty and administration, for example, or
the consequent commercialization that may be a large part of distance education for
example. This dimension overlaps in some ways with the first one but focuses less on
the individual and more on the institution.
As in the literature reviewed above regarding the increasing industry- university
linkages in the United States, similar patterns of linkage are occurring in Japan. However
as Low, et al. (1999) point out this cooperation has been a long time coming. It was not
until 1983 that national universities were even allowed to undertake joint research with
private companies and companies have long looked to universities simply as providers of
human capital for their own in-house research programs. Moreover, they have often sent
young researchers abroad for their further study, and this is one reason graduate
education in universities is still relatively small compared with many other countries (pp.
24-9). Hane (1999, p. 26) shows how the passing of the Basic Law for Science and
Technology in 1995 has ushered in a new era of joint industry-university research,
increasing in total monetary amounts in two years (from 1994-96) by 4 times.
The implications of the above discussion for computer education would seem to
be that the "requirements" for an educated work force are not at all clear, or rather
they continue to constitute a variable and highly contestable domain. I would
argue that in fact it just this kind of uncertainty, which because of its potential for
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the entrepreneurial strategic assimilation into risk, constitutes an ongoing and
highly competitive terrain for prolonged debate.
The debate about the future of work in the information age has been poorly joined
since many educators seem to acquiesce, either by bowing to the strident rhetoric of
promoters of skills-based education or by failing to consider the implications of the new
pressures, in a renewed technological imperative. Is there a link between the kinds of
insecurity which educators are increasingly facing in relation to their own labor power
and their inability to project more successfully a proactive position for an education in the
information age? There is a wide range of intriguing proposals which one seldom sees
discussed in any sustained manner in public. Take, for example, the Technology
Literacy Principles (Alliance for Childhood, 2000, pp. 67-75)® which offer both an
ethical and substantive alternative to simply training students in using computer
technology. Instead, many of the primary introductions to computer education focus
heavily on keyboarding and inoculation from the dangers of the Internet.
Either through failure of the imagination to capture serviceable notions of
uncertainty in a way that turns them into risk (and here I use the term, if somewhat
hesitantly for fear of being thought to simply mean vogue notions of venture capitalism,
in positive senses as well as the more usual negative ones), or an equal failure to treat the
political economy of the information age, "digital capitalism" (Schiller, 1999) as "politics
as usual" (Margolis and Resnick, 2001).
On the contrary risk in teaching and learning has been increasingly equated with
the possibility of failing, as in students not getting desirable employment and universities
and faculty not achieving their quota of incoming students. Under such pressure,
students and faculty fmd themselves caught in a zero-sum equation of trying to
^These can also be viewed on-line at
http://www.oreilly.coni/~stevet/netfuture/l999/Dec0999.99.html#3
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supplement basic knowledge and increase marketable proficiencies, as in pushing
students to get higher score on TOEFL tests.
It is not only through the risks of computers and technology that humans come to
know themselves as fitting into a sociotechnical state of economic being, it is through the
building of a particular kind of rationality towards these modalities. In other words, I am
trying to employ, in a manner similar to that of Culpitt and Ericson and Haggerty a finergrained analysis of the way that actors and policies and their codeterminations fit into the
larger picture of the risk society.

Toward a Synthesis and Statement of Problem

We have now reached the stage where a synthesis of these various research
programs on risk can be attempted while continuing to focus on the topic of this
dissertation, computers and education. Having looked at the concept of risk across a
wide range of sociological literature as well as specific applications of the concept of risk
to particular fields of study as well as several studies, I have formulated a working
concept of risk. In this chapter, I outlined a brief overview of educational policy and
reform and showed how the concept of risk has been utilized in reform of education
generally. Next I looked at some of the linkages in recent work that have been made
between education and employment. Finally I looked at some of the current analyses of
Japanese higher education, along with language education specifically and showed the
increasingly central role that computer education plays in discussions of the future.
I will now clearly state the questions that I will investigate in the next three
chapters;
1) In what ways do a group of experienced university English teachers see the
purposes for education with and through computers?
2) What are the positive and negative aspects of this type of education as seen
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through these teachers' eyes?
3) How do they compare and contrast their development as competent teachers of
English using computers with their prior teaching experiences?
4) How do teachers see the wider influences of computing on their students, on
the universities they teach in and on the language teaching profession in Japan?
5) How well are the apparent ambivalences in the pattern of responses analyzed
by the concepts of risk and the risk society?
6) What possible avenues of future research are opened up by the resultant
analysis of risk and the risk society?
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Chapter 5

Methodology

Introduction

This chapter describes the research methodology. I begin with a brief
introduction of the setting including my personal connection to it. I have already touched
on themes from the subtitle, Japanese universities and the teaching of English and
computers, in Chapter I from a macro perspective, but I will give a slightly more micro
version here while attempting at the same time to state some very basic points about how
this research was conceived and formulated. In the second part of the chapter, I describe
a pilot research project that was undertaken in 1997-1998 and written up as an in-house
research paper and which led to my dissertation proposal questions. While the research
in the pilot study was similar to that of the dissertation, reflecting on the pilot research led
me to modify some of the questions and methods used in the final research. The third
part of the chapter describes the methodology of the research conducted from late 1998
until early 2001. The data and analysis are the topic of Chapter 6.

Background
As briefly discussed in the introduction, I have been teaching EFL in a Japanese
university for the past five years. I had taught nearly a decade in Japan before that as
well, in a vocational post-secondary institution as well as a number of different
universities and a Junior college. I have taught in both national and private universities in
foreign language or English faculties as well as in faculties of other disciplines.
As I had only had experience teaching in post-secondary education (with the exception of
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some months in the for-profit conversation schools when I first came to Japan), it seemed
useful to focus on this type of education, as I could draw on my long experience in these
contexts in understanding various issues of educational goals and purposes. The research
was originally conceived in a number of different ways, which I have already briefly
related in the Chapter 1.
Also since I wanted to investigate technology and education, as noted in Chapter
2, it is only now that computers are being used with any regularity in schooling prior to
university. Based on my own teaching and colleagues' shared reflections, it is only in the
past two years becoming more usual to teach classes in which a majority of students have
had prior keyboarding experience. These two considerations partly solved the general
problem of selection and negotiation of sites for the research. However there remained
the more specific question of which individual teachers to work with and to what degree
similarities across settings could be analyzed. I will retum to these questions below.
The primary focus of the research is on teacher's theories, beliefs and opinions
about using computers for teaching English in university settings and the wider
implications of this use. As indicated in Chapter 2, many previous research projects have
indicated the centrality of the teacher's role in using and helping students to use
technology, as well as implementing, monitoring, and evaluating teaching and learning
innovations that occur as new technologies are used. Also, as I stated in Chapter 1, this
does not mean I ignore the role that students have to play in what actually happens with
technology and education.
I made a decision about half way through the pilot research to bracket
investigation of students and topics such as learning processes and learning outcomes. In
my pilot research, described below, I conducted five classroom observations. Most of
these were with teachers I interviewed subsequently, so in this stage of the research I
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asked them about certain events that had occurred in the particular class which I had
observed. The range of activities, interactions, techniques, methods and so on was wide;
in fact one could argue that the variations in what I observed in these five observations
was not explained by condition of different teaching with technology as much as it was
explained by the condition of different teaching. Since I decided to drop the
observational component of the research, I knew that it would be challenging to discuss
theories with little reference to actual classroom events. On way of solving this dilemma
to a great extent was to combine my own teaching, with interviewing of individuals who
were doing similar teaching. Fortunately 1 was able to take advantage of such a situation,
as described below. Still, I wanted to make the theoretical aspects of the interview
paramount. In the questions I ask, I am focusing about theories, beliefs and opinions
about the larger picture of technology and education, as interpreted by those I
interviewed.
Since I taught in a computer classroom, ^ I used this experience to make some
observations as described below. I am also analyzing three textbooks that I think
represent some general trends about language teaching with computers. In addition to
these three, I have added two more that are more generally related to the teaching of
English for reasons that will be explained in depth below. All of these texts present a
number of useful ways to frame English language teaching (ELT) and more specifically
EFL/ESL. Finally, I make use of the resources of an English language teaching
professional organization in Japan, namely JALT (Japan Association for Language
Teaching) and its special interest group JALT-CALL. I utilize material from recent
^ I will use the term computer classroom for what others have called a computer lab
throughout since I believe that lab retains anachronistic sense of a highly controlled
teaching and leaming situation such as language labs of a previous era. I made this
change in terminology in the spring of 1998 after I had completed the interviews in my
pilot research.
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conferences and proceedings.
It is impossible to separate learning from a discussion of teachers and their
theories, beliefs and opinions since the discussion of teaching and education always
needs to reflect to some degree the reality and context of the object of education, i.e. the
students. Thus in interviews, for example, I let teachers elaborate on some of the
examples of what students learned or did not learn; however the focus was not on the
students per se. A ninety minute interview is a fair amount of time in which to acquire
substantial information. However in order to cover the topics in which I was most
interested I felt it necessary to truncate discussion of the practical aspects of teaching. In
order to understand some of the statements that respondents make, it is necessary to ask
about teaching contexts, experience and personal history. The dilemma this type of
research faces is the problem of gaining enough specificity about these kinds of variables
while seeking to understand more general kinds of processes, developments, constraints
and possibilities of language teaching with computers in Japanese universities. I gave a
general overview of some of these general themes in Chapter 1. The interview data tries
to build on these themes while also drawing on questions related to the literature review
of Chapters 2 to 4.
The larger question of how (or if) university education is changing is also an
important point of contention. By studying one particularly important aspect of changing
conditions in Japanese university education (the growing use of computers and computer
facilities) I hope to add to the knowledge of change and reform in Japanese higher
education.
The main points of focus, English language teaching, computers, and Japanese
higher education consists of flexibly defined and unstable components at nearly every
level of analysis. As will be described in more detail below, the chance of having a core
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group of teachers all who taught in one institution seemed a good opportunity to look at
these phenomena in depth.
To understand more about the constraints of the research, I need to give more
details about both the pilot study and methodology I eventually used.

Pilot Smdv
A pilot study was undertaken from 1997 to 1998 and included interviews with 11
teachers. The interviews took place in the three largest metropolitan areas of Japan. The
questions covered a broad range of topics from theory to practice (See Appendix B. 1).
The primary source of data for analysis was the transcriptions from the taperecorded interviews, lasting about an hour each. I also supplemented the interviews with
five ninety-minute observations of language teachers using computer classrooms in their
teaching. Four of the teachers observed were teachers I interviewed while two were
teachers who were only observed. ^ The interviews and observations were further
supplemented with site visits to three kinds of institutions; a large public university which
utilizes a massive-scale program (more than 3000 students) of synchronized video and
computerized test management for 1st and 2nd year students; a private university which a
decade ago was considered fairly innovative in its use of computer classrooms but now
faces the problems of aging equipment; and a municipal community language center.
The range and breadth of the data does not constitute a stratified sampling of the
large number of teachers who had begun to start teaching with computers in the past few
years. They were full-time with two exceptions. They were males with one exception.
They had all been in Japan more than five years. Of the eleven teachers interviewed, all
but one were non-Japanese. 8 of the other 10 were U.S. nationals.
- There was one observation that included two teachers together, which is why the
number of teachers adds up to six while the number of observations is five.
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I treat each of these teachers as a case (Stake, 1995, p. 2), "a bounded system." I
did not, in other words, try to do ethnography of the settings or institutions. I followed
the suggestions for interviewing in Kvale (1996) emphasizing that the interview should
be self-interpreted to the degree possible, thus allowing for long stretches of narrative by
the individual teachers. I also put heavy stress on having the teachers interpret their own
meanings rather than on following a strictly fixed list of questions. If, for example, a
teacher digressed into an area which I thought was important, I would generally try to
follow it up. In an early interview, I tried the tripartite interview described by Seidman
(1991), but rejected this as it involved three separate (or otherwise lengthy attached)
interviews and consequent demands on time. But the interview format, at least, retains
the three-part structure.
The interviews, which lasted generally one hour, were structured to follow a two
or three-part plan. The first part (called interview one) was to understand the background
of the particular teacher both in relation to teaching and also in relation to computer skills
and usage. The second part (called interview two) was structured to try to open up for
interpretation some of the ways that theory and a particular set of computer teaching
practices go together.^
The intent of the pilot study was not to arrive at conclusive answers but rather to
generate some areas of interest which could be pursued in further research, to find out
which questions seemed to evoke extended response and which did not.

Discussion of Pilot Studv Results
The interviews yielded a large body of material from which I culled important

3 Interview three material was used mostly in the cases of the four teachers who were
observed and then interviewed subsequently, but several of the more general questions
(questions five and six for example) were also used in all the interviews.
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topical areas. I selected and analyzed both phrase level responses (such as the "computer
is a tool") and more general thematic areas such as the problem of teaching English
versus teaching computers. Drawing together an earlier literature review and the material
from the recorded interviews, I summarized the findings in a research report in six
categories which seemed to indicate potential for future research.
The questions that follow are the categories that 1 used to interpret the pilot
research and my discussion of them at the time (1998), in a greatly abbreviated form.
They also became the research questions which I used in my dissertation proposal.

• 1) Do teaching styles matter? Does teaching with computers simply mean
adding a new tool or does it facilitate changes in teaching styles?
Obviously there is no one way to teach with computers. The range of methods
and types of activities depends very much on the capabilities of the systems but also on
the goals of the class and the abilities of the students. Many teachers raised the issue of
keyboarding since many of the students they encountered in computer classes in Japan
had little or no prior experience either typing or using computers for academic purposes.
Teacher #1 presented one of the problems as getting the students to use English through
computers. Trying to balance skills built up over a number of years of teaching with the
new three dimensional (teacher-computer-student) perspective encountered in using
computers was an initial reaction. Teacher #5 similarly mentioned a problem of
simultaneously creating and editing. Other teachers noted however that it becomes easier
to engage in one-to-one conversations with students since they can talk with students on
the side while others work on their own.
One way then to look at the computer is obviously from the tool perspective. But
occasionally it makes more sense to look at things from a media perspective. The point is
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not to choose one or the other but to be aware of both (as well as others such as a system
perspective) and shift the focus given the appropriate unit of analysis (Bodker, 1997; also
Bruce and Levin, 1997, for a wider taxonomy). Teacher #2 identified the tool
perspective quite succinctly but in a certain manner, the excerpt suggests that the 'way of
getting there' is also important. This teacher also went on to relate an opinion that the
students who were good at English where also the ones who were good at the computer
so that one of the ways used to keep the students together in the textbook was to go back
to a non-computer classroom from time to time.
Different ways to visualize the change in teachers' styles relate to the addition of
the tool of the computers to the classroom, or the role of the mediation in communication
that the computers allows between student(s), the teacher, and others beyond the
classroom. The point that clearly emerges is that there is no single way to visualize a
new style of teaching, and thus we need to entertain an analysis on multiple levels. In
this respect it is possible to say that teaching styles are changing. In other ways, teachers
continue to build on their accumulated skills and thus have personal styles just as in other
classroom settings. This question was retained in the dissertation research but was
relegated to a less central focus.

• 2) Are there some discernible trends with regards to teachers' theory development
as they use computers for their teaching?
A team of researchers studying the Apple Classrooms of Tomorrow (ACOT) has
put forth a model of stages that teachers go through in their use of computers, which they
have labeled in three stages as survival, mastery and impact, and also in five stages as
entry, adoption, adaptation, appropriation and invention (Sandholtz, RingstafT, and
Dwyer, 1997). It is important to note they advocate that ample amounts of time be given
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to teachers to develop their ways of thinking and reflect on their beliefs and actions. The
ambivalence in the growing attraction of new models and approaches for teaching with
computers which confront the traditional roles and 'culture' of the classroom has been
elaborated by many (Hodas, 1996) and Cuban (1993) calls it the "preservationist
scenario." This is to say that computers, for all the rhetoric which has accompanied
them, can also be used to buttress the traditional structures of education, from the division
of subject matter into discrete units, to the composition of self-contained classes
supervised by one teacher who is responsible for grading, to the replication of schools as
units of organization the basic aim of which is instilling discipline and routine.
Several of the teachers had a lot to say about theories. Teacher U6 talked at great
length about the problem of explaining ideas about constructivism to other teachers and
how they kept on equating such theory with a theory of computers. Teacher #7 also
talked about the way earlier conceptions of constructivism had been useful but as one
accumulates more experience, the viewpoint changes from ideas of "making something"
to ideas about learning and teaching styles.
Many commentators have shown that some of the strongest resistance to teaching
with computers is engendered by the changes in classroom culture that are both implied
and entailed. To what degree are changes in theory concomitant with strong desire to see
educational change more generally? Teacher #8, having also mentioned the influence of
constructivism earlier in the interview, alludes to such kinds of change at the end of the
transcript. "Integrating computers and information technology into the school, the
curriculum and campus life would be a big boost... for making... university education in
Japan ... moderately more effective." As with Question #1, this question was retained
but given a less prominent focus in the dissertation research.
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• 3) How do teachers see the skills that students acquire in computer language
classes as different from other language classes?
As teacher #5 mentions, reading skills are just as important if not more important
when engaging the internet since it involves a lot of skimming. Whether and to what the
degree students receive skills that they will use later in employment is a question that was
raised occasionally. Teacher #5 explicitly mentioned that one could assume that most
college students would need to use computer-mediated communication in their future
work. Teachers #l and #3 seemed to have different perspectives, the first emphasizing
what was decreasing (the focus on correct English form) while the latter emphasizing the
skill gain in being able to use a word processor. This is obviously an interesting issue
that would justify more sustained empirical research.
One teacher talked of "debugging" while another mentioned students having
opportunities to decide their own goals and follow them up. This topical area I believed
to be increasingly important so I highlighted it in several different ways in the
dissertation research.

• 4) Does teaching with computers lead to a better integration with other areas of
study? Does it mean that the emphasis shifts, for example from teaching language to
teaching with language?
This question is perhaps the one that was addressed most often in many different
ways and to which a more specifically focused study in the future would also target
specific sub-questions. In any case this has been a question of second language teachers
for a much longer period of time than simply since they started to use computers.
Content-based language teaching and learning has been an important sub-field of
ESL/EFL for at least a decade.
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Teacher #4 raised the problem of creative and critical functions of using language
as being brought into sharper conflict with each other due to students having to
concentrate on typing skills. One could assume that such a problem may diminish over
time as computer usage becomes more common in homes and among elementary and
high school students. Some teachers mentioned the beneficial aspects of having two or
more students work together at one computer or trying to re-design classrooms so that the
computers were along the outside walls as a resource and not set up in the traditional
classroom format of rows.
Another point raised by several teachers is the problem of the foreign teacher in
Japan not being a target audience for students' language practice since teachers often
have been in Japan long enough to know important and minute cultural details. Japanese
students have no real necessity to explain what they would otherwise have to make clear
using foreign language if they use email or other computer-based media to communicate
with someone who is much less familiar with Japan. There is a noticeable trend in this
study for language teachers wishing to extend students' goals beyond simply learning
English to learning through communicating (in English) with computer-mediated content.

The strongest form of claims in this category have to do with the authenticity of
the kinds of communication which result in computer classrooms. As Knobel, et al.
(1998, p. 26) put it, some authors argue "students become capable of producing,
transmitting, and receiving authentic meanings and content in the second language"
(italics in original). Skills development is obviously an important topical areas, but their
problematic defmition remains, as discussed in Chapters 2 and 4. 1 reformulated this
question but also realized that the research addressing this question of skills is likely to
require ongoing and extensive analysis and discussion.
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• 5) Does teaching with computers lead to any other kind of changes or reform in
either the curriculum or other structural aspects of the institution?
In other words, does using computers creates opportunities for educational
change that are much deeper than simply those viewed as the skills of teaching and
learning with computers (Hodas, 1996)? Means (1994) has also argued that technology
can go together with other initiatives that emphasize reform in curriculum and school
organizations.
Teacher #8, as noted above, talked several times about this connection by
suggesting that second language education could become more effective and also noting
at the outset some of the problems that currently exist in inflexible teaching
arrangements. Other teachers mentioned how they had developed their ideas personally
from teaching with computers (an issue already addressed in question 3 above). Even in
the case, for example, of a teacher who taught in a computer classroom for several years
but does not currently, it was noted that the class focus now is much more on "selfdirected" learning or "putting the burden" on the students.
Several other teachers mentioned that they were less interested now in teaching
English than in teaching learning, or on having the students develop their own goals for
learning, issues already related above. To what degree do such sentiments indicate
dissatisfaction with the larger context of second language teaching? To what extent do
the teachers themselves see a conflict in goals? A more direct line of questioning would
help in the future to probe these questions. This is, in essence, nearly the same question
as #4 but framed in a different way.

• 6) Is there any consideration of wider issues such as possible effects on the
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language teaching profession, difTerentiated workloads and work patterns, ethical
issues surrounding computer usage, capital expenditure and access issues, revised
types of assessment, etc.?
There was little evidence of any of these issues in the interviews I conducted. I
would not draw the conclusion that teachers are unconcerned with them however. As
already suggested, I think it would be necessary to ask teachers to comment on certain
problematized statements, such as those regarding unfair use of other peoples' documents
and materials (through unacknowledged cutting and pasting, for example), purposefully
misusing hardware or software, using email communication or the internet for harmful or
non-educational purposes, health-related and privacy issues, and so forth. This question I
determined to highlight in the dissertation research.
These six areas were the basis for my subsequent revision of the interview
questions. I was particularly interested in two points which I described briefly in the
summarizing the pilot research. First, I found examples of several teachers who make
explicit connections between what they do and the world outside their classroom, while
others in my study simply referred to the presence of computers everywhere, "you can't
avoid them," as one teacher put it. Or others mentioned skills needed in business, such as
typing a business letter.
Second, I noted the relative lack of emphasis on discussion of social aspects of the
technology is not altogether surprising given what we know from other research. This
suggested that even though have been a number of discussions in writing on education for
courses and curricula which explicitly address either the social or the ethical aspects of
technology (Bromley, 1997; Durbin, 1992; Glastonbury and LaMendola, 1992; Kizza,
1996; Postman, 1995), teachers were not yet implementing such considerations in the
way they taught with technology. But it was also the case that since I had not asked them
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directly I might be assuming this to be the case.

Methgdology of the Dissertation
After the completion of a research paper based on these preliminary results, I
decided to rewrite particular parts of the interview survey. The questionnaire (Appendix
B.2) of the dissertation research is not entirely changed, but it does contain some new
questions while omitting others. I will describe these changes in more detail below. I
also gave the interview situation more thought as well and I will now describe the
considerations that went into the next stage of interviewing.
As already indicated by the discussion of the fmdings of the pilot study,
comparison of teaching methods was found to be beyond the scope of this study, since it
would have required a much more focused and intensive observation schedule to continue
over a longer period. The kinds of questions I have been interested in from the outset are
not easily linked to such a micro-level analysis of classroom interactions. Even in the
pilot study interviews, there seemed to be a gap between the kinds of questions focused
on these micro-level analyses of classroom processes, decisions, and interactions and
questions about theories and beliefs. I believe it is possible to make such linkages but it
would have involved focus on fewer individuals over longer periods and the kinds of
questions would have been much more specifically targeted to teaching and learning.
Consequently I abandoned observation of classrooms as part of the methodology for the
dissertation.
In the meantime, I also considered the idea of a survey given to the members of
JALT-CALL. JALT (Japan Association for Language Teaching) is the largest
professional language teaching association in Japan, now comprising about 4000
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members.^ It was founded in 1974 and consists of local chapters as well as special
interest groups (SIG) of which JALT-CALL is one. As a member of this SIG, I
considered and rejected the idea of sending a survey to its members. A main concern was
the significant constraint of getting a substantial number of replies.
Another concern was the need to keep such a survey short so that I would be less
likely to get extended responses to the types of questions I was seeking answers to.
Alaasutari (1998, pp. 48-52) makes some important critiques of the survey methodology,
such as the paradox of trying to design for maximum reliability while "produc[ing]
observations of individuals who have been stripped as far as possible of everything that is
considered relevant to the object of study, i.e. social reality and the human individual as a
cultural creature." The concern about inability to guarantee a high rate of return and the
difficulty of receiving and subsequently analyzing short answers to questions such as,
"what is computer literacy," without the opportunity to engage in a meaningful building
up of interpretation based on shared understanding led me to abandon the method of
survey for this research.
In the interviews of the pilot study, I had tried for the most part to keep my
contributions to a minimum, to not enter into the conversation so that I could maintain a
form of objectivity with respect to the material. I was aware before conducting these
interviews of some of the critiques of such styles of narrative-based research, for example
Clough (1992, p. 26), who finds the inscription of subjects in power/knowledge relations
in the mechanisms of narrativity. This is part of a more general critique of the intrepid
researcher who molds interpretations out of the raw data. Kvale (1996, p. 2), whose
constructs I utilized in the pilot research has argued that the interview's "purpose is to

4 JACET, Japan Association of College English Teachers, although founded earlier
(1962) than JALT (1974) has about 3000 members.
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obtain descriptions of the life world with respect to interpreting the meaning of the
described phenomena." Interviews contain both a thematic and dynamic dimension and
"is to a large extent interpreted throughout the interview" (1996, p. 145). One problem is
how to maintain a critical stance towards the responses, without providing explanations
that fit with one's own views or 'trumping' the respondent. Equally important is
retaining the dynamic interpersonal nature of an interview well conducted, having a
lively interchange. In other words, to the extent that the interviewer is not drawn into the
interview for fear of compromising the data, is it then ethical to reach critical conclusions
about what is and is not said later? If the interviewer does enter into the conversation,
how far does that bias the resultant data?
There is certainly a dilemma in this kind of research and that is the degree that the
interviewer's ideas may conflict with that of his or her informants. It became clear to me
in the pilot research, that a more interaction-oriented approach was indeed called for.
Alasuutari (1998) has argued that the romantic notion of an interview opening up the
authentic voices or true feelings of the respondent is problematic given the linguistic turn
in social sciences and the work of discursive interview techniques. The individual can be
important in identifying key issues but the contextual nature of the interview is also a
fundamental consideration.
In the case of this research in the field of language teaching in Japan, I knew a lot
about what the respondents were doing as professionals, since I share the same
occupation. I also felt that in the pilot research, there were times when the respondents
wanted to hear what I had to say and since I was less forthcoming than I might have been,
they may have been less likely to elaborate as well. The questions asking about theories
were a good example of this. In the pilot interviews, I asked questions about theories that
the respondent had been exposed to, and his or her goals and roles as a teacher (questions
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1:3,4, 5, Appendix B.1). I also followed that in the next section with questions about
theories that the teacher applied, theories connected to computers and influences of
theories of social change or the information society (questions 2:2, 3,4). Aside from
having an overabundance of questions related to theory, there were two cases in which
the respondents seemed to want more clarification. They wanted to know more about
what I meant or what I thought. In revising the questions then, I decided to eliminate
some of these.
An active interview (Holstein and Gubrium, 1995) perspective seemed to fit much
better with these kinds of questions. A key consideration had been where to find a core
group for interviewing, rather than randomly select from groups of individuals who 1
knew or was introduced to as I did with the pilot research. I found as a result of some of
the pilot research that I needed to select respondents who had a lot of experience with
computers but also who had enough experience working in Japanese universities. Five
years seemed to be a good minimum (all the respondents had been teaching at least this
long with one exception who was in the fifth year at the time of the interview) for
someone to understand the context of Japanese universities.
In accordance with Holstein and Gubrium's (1995, p. 27) notion of "activated
respondents," the researcher is "consciously selecting respondents because they are
assumed to be capable of narrative production." I was seeking individuals who would be
able to offer sustained and critical discussion of a range of issues relating computers and
English language education. And since the contextualization of the interview still
involved a life story, it was important to bring the interactive element a little more into
focus. This is not to suggest that the interviews became widely varying conversations,
depending on each individual. They continued to use the standard question format as
presented (Appendix B.2). However there is an "awareness of activeness-both the
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respondent's and the interviewer's. The point is to capitalize on the dynamic interplay
between the two" (Holstein and Gubrium, 1995, p. 76).
Returning now to a discussion of the questions I decided to add and omit. As
already discussed above, the third part of the interview in the pilot interviews became
unnecessary since I decided to discontinue the observations. However some of the
questions were retained (Appendix B. 1, 3:5 and 3:4) since they seemed to be very central
to what teachers do and think about their teaching. They were used as the closing
question for the first part and the opening question for the second part in the dissertation
research (some respondents elected to take a break while others continued straight
through). Note also that in question (Appendix B.1,3:4) the word "lab" was changed to
"classroom" (Appendix B.2,2:1).
Also I decided to reduce the questions specifically about theory to two near the
beginning of the interview. This allowed the interview tone to be set, in the sense that I
wanted the respondent to place what he or she was describing in the larger picture of
theory building and knowledge construction.
Questions about goals and roles as a teacher (Appendix B.1, 1 ;4, 5) also appeared
extraneous, given my reduced emphasis on linking the research to actual teaching and
learning practices, so they were omitted. The question about the information society
(Appendix B.l, 2:4) was found to be too nebulous, requiring definition from me in order
to prompt responses in some cases, so it was omitted.
Questions 2 to 8 in the second part were new. Questions 2 and 3 were an attempt
to tackle head-on the question of values of teaching and the skills questions as raised in
both Chapter 2 and Chapter 4 of the literature review. Question 4 was addressed to the
large contextual picture of change in the university. Question 5 was another way of
asking about the connections to the world of content and purposes for learning English.
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Question 6 was targeted to the changing profession of language teaching in Japan.
Question 7 was focused on work and employment skills as discussed in Chapter 4. And
Question 8 was introduced to try to understand if ethics was completely of no concern to
teachers as possibly suggested in the pilot study.
As the material added was likely to lengthen the interview, I generally asked the
respondents for ninety minutes, although in some cases the interview fmished in slightly
less time. The next question that I confronted was whom to interview.
Fortunately I was able to take advantage, like many Japanese university fulltimers do, of opportunities to teach part-time at another university. This allowed me to
teach in a computer program that has been fairly innovative. However since I also
wanted to explicitly avoid evaluative focus on the program itself, I will provide only a
brief sketch of the context for some of the teaching that my respondents do. All except
one were part-timers at this particular university, in the years that they were interviewed.
Most of the interviews were conducted in the winter and spring of 2000, with outliers,
one in late 1998 and one in early 2001.
Since I began teaching a weekly class in a computer classroom in April 1999,1
was able to utilize my contacts in this program to ask all the teachers of two of the
English computer classroom courses (2nd and 3rd year classes had a total of 10 teachers
in 1999-2000) if they would consent to being interviewed. The core group then are those
who taught the 2nd and 3rd year courses of a program in a language faculty. I taught
both of these courses in one year and only the 3rd year course in the second year. Of the
ten teachers, nine agreed to be interviewed. One refused, citing the possibility of pending
publication of work that might be compromised by participating. An interview protocol
(Appendix B.2) was utilized explaining the use of the interview material, thanking them
for their contributions and agreeing to reciprocate, and providing them the right to stop
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the interview or excise anything immediately after the interview if so inclined. There
were two instances of the tape recorder being turned off for several minutes due to
respondents' requests and two cases (less than five minutes each) of the tape recorder
being inadvertently turned off
As the nine teachers were being interviewed, I examined the characteristics of the
sample group and noted the following; there were eight males and one female and no
Japanese. 1 had already determined to include several others (as in the pilot study) from
other parts of Japan. And 1 wanted to include several Japanese voices if possible. I was
able to interview one Japanese male and female and I also included three who were from
another large metropolitan area in Japan. The final three interviews were conducted by
telephone.
All 14 of these interviews were transcribed by myself and one professional
transcription!St and they provide the core sample of data on which this research is based.
They interviews consist in total of 427 double-spaced pages, an average of just under 31
pages each, ranging from one interview which provided 43 pages to another which was
20 pages.
I also kept a journal of my teaching experiences, ideas, and reactions in the 2
years that I taught in this program. These entries consisted of a half page to a full page
after many of the classes, about once a week but with some gaps due to time constraints.
In total, these entries filled 30 single-spaced pages in a notebook.
In the case of both the transcripts and the notebook entries, the material was first
coded for general categories and then more finely selected as the coding became more
specific. Different coding strategies were utilized following some of the suggestions in
Strauss and Corbin (1998).
Another source of data was the selection of five textbooks for teaching with
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computers. Three of these are specifically targeted to the EFL/ESL, one of them being
published in Japan. The other two were chosen to round out the sample since they are not
textbooks per se but contain a lot of useful information for teachers and may be
considered as located in the field of composition studies. What makes these two
particularly useful is that they provide a very early (1983) and a very recent (2001)
account of the some of the important considerations in teaching with computers.
A final source of data was attendance at two national JALT-CALL (May, 1999
and June, 2000) conferences and a conference specifically focused on higher education
and the "information revolution," held in November 1999, entitled, "Roadblocks on the
Information Highway."
Before describing the data and analysis, I would like to point out, at the outset,
several problems for which I am not sure I came up with anything more than expedient
solutions. The first problem was the difficulty in taking into account a wide variety of
theories, beliefs and opinions about language teaching and computers. As a reflective
practitioner I had much that I could say from my own experience of teaching with
computers I have already discussed this in some detail above but simply put, I was wary
of guiding the respondents into critical confirmations of some of my own views.
The second problem was incorporating a Japanese perspective. The difficulty of
separating a cultural element out of what was stated is probably beyond the scope of this
project simply because the data sample is too small. But there is a lot to be said about the
hybrid outsider-insider identities of Japanese who teach English as well as insideroutsider identities of foreigners who are long-term residents in Japan. Also there is a
necessity of making choice of which material is more central, and thus while I uncovered
stimulating accounts of how many of the respondents entered the EFL profession, these
are not central to this research.
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The third problem was connecting the university to other worlds. I wanted to look
more closely at employment and the worlds that are alluded to in discussions of skills that
will be useful for the future. A number of computer training institutes have sprung up in
recent years in Japan and some of them appear also to be marketing the mixture of
language training along with computers. This turned out to be beyond the scope of this
project.
The fourth problem was the reflexivity of the researcher myself I did not want to
do this research primarily at my own university for some fairly obvious reasons.
However 1 was, as already discussed above, involved in the teaching of students in the
university in which many of the respondents work. It would be natural that I were either
more critical of the shortcomings or more enthusiastic about the successes that I
encountered as I did this research. Most of the interviews took place after I had been
teaching at this institution for an entire year, so I had already been introduced, at least
casually to a majority of the respondents. Some of them I would and do consider
colleagues while others have now moved on to other places and perhaps even other
professions.
Throughout the research I was aware of the need to consider the problems of
researching "selves and others" (Davies, 1999). This involves keeping an open mind,
realizing that there could be no "privileged explanation," (p. 15) if I were to really hear
what the respondents had to say. Thus teaching shortcuts (ones that I may not feel good
about using for example) may be considered not only as a form of lessening the workload
of the teacher, but a way of allowing for better kinds of teaching. Or, if the attendance
system, which was on-line, allows the students and the teacher to get down to work
immediately on entering the room, then it may be seen an efficient tool. If it is seen as a
tracking device, recording the exact minute of log in, then it can be seen from the view of
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surveillance. If it as seen as requiring extra service (i.e. students who forgot to sign in,
are they penalized or excused?), is it just another hoop to jump through for both teachers
and students? Questions of both reflexivity and the flexible interpretation of technology
intersect and it requires a developing skill of listening, among other tools, to pull them
apart.
In the following chapter I present the data and analysis.
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Chapter 6
DATA AND ANALYSIS

In this chapter I will analyze two sets of data. The first consists of transcribed
interviews with 14 teachers. The second is a set of journal entries that I recorded,
reflecting on my own teaching, spanning two academic years in a computer classroom. I
will further contextualize the analysis by looking at supporting evidence from two other
sources. The first of these is an analysis of a group of textbooks that teach English with
computers. The second are notes from three conferences, and conference proceedings.
After an explanation of each these sources, I will present data and analysis to lead into a
larger overall analysis that concludes this chapter while assessing the research questions.
The first three questions are discussed at the end of the section on the interview data
while the fourth question is addressed in the summary discussion of all the data and
supplementary sources. The fifth question is addressed in a separate section which
concludes this chapter, while the sixth question is discussed in the concluding Chapter 7.

Interview Data

I have already described in the previous chapter how the interview data were
obtained, that is, how respondents were selected. In the table below, I outline descriptive
data of the fourteen teachers I interviewed. As can be seen, the variability in the year that
they started to use computers, both for personal purposes and for teaching, is quite wide.
Some of the early users also were involved in programming, for example. The year of
first use for teaching also involves a wide range of contexts, not specifically limited to
teaching English in Japan.
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Table 6.1 Table of Interview Respondents and Characteristics

Nationality/Gender

Approximate Approximate Year of First Year of First
Age *

Years

Computer

Use of

teaching in J. Use

Computers

university *

for Teaching

#1

U.S. male

55

25

1985

1988

#2

U.S. male

50

5

1984

1990

#3

U.K. male

30

5

1982

1998

#4

U.S. male

45

5

1982

1984

#5

U.S. male

45

10

1985

1997

#6

Canada male

45

5

1995

1997

#7

U.S. female

45

10

1987

1997

#8

U.S. male

40

10

1989

1994

#9

Japan male

50

15

1985

1995

#10

U.S. male

50

25

1967

1973

#11

U.S. male

45

5

1983

1986

#12

Japan female

45

10

1980

1987

#13

U.S. male

35

10

1984

1998

#14

U.S. male

40

10

1992

1993

• Rounded to the nearest variable of 5

Several other points are important to make about the interview group. Two of the
respondents have Ph.Ds, one was about to receive a Ph.D at the time of being
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interviewed, another had enrolled in doctoral studies but did not complete them, another
was in the middle of doctoral studies, and one more was about to start doctoral studies.
All of the others have Masters degrees in TESOL, linguistics or applied linguistics, or
Japanese language and studies, several with dual Masters degrees. All of those
interviewed are full-time employees (except one, with one other who got a full-time job
in the year following being interviewed) at a Japanese university, although those who
were interviewed as part of the core group almost all teach at that university as parttimers. I did not specifically ask about tenure status but I know that a majority of those
interviewed are permanent employees of their universities.'
The figures above detail the number of years teaching in a Japanese university,
but many of the individuals had taught either in other countries, or in Japan at
conversation schools, vocational schools, or public schools prior to teaching in
universities. Between them, teachers in this sample have taught in the U.S., Canada,
Mexico, Thailand, Spain, Ecuador, Saudi Arabia, and Taiwan.
As the transcribed interviews were analyzed, a number of themes appeared
frequently which were then coded and arranged into general categories. Open and axial
coding (Strauss and Corbin, 1998) were used and a number of sub-categories were
developed in this manner. The following themes were analyzed in depth; the purposes of
language teaching; the design of the classrooms and the technical arrangements;
professional relations, that is, the conflicts of professionalization and gaps between

' The question of tenure status in Japan is somewhat ambiguous. Permanent employees
often are hired as such when they first enter an institution. There is no tenure review
system. Fixed- term contracts have been a recommendation from the central government
for public institutions bit so far it seems there is little movement in that direction. This
however does not apply to foreign nationals, most of whom sign contracts even if they
are "permanent." In private universities, there is a wide diversity of statuses, but
contracts are becoming more common, especially for foreign staff, even if they are fulltime.
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different groups of professors; employment futures; motivations for using computers; the
individualization (or isolating) aspect of using computers; and ethics. I need to point out
that the distillation of comments and statements into certain themes can sometimes be
problematic in ascribing them to a single category. And whereas, the use of computers
for teaching English links all of these thematic areas, I struggled with the idea of making
the purposes for language teaching more central. Towards the conclusion of this chapter
I propose a revised version of the representation outlined here. A diagrammatic
representation of these areas could be the following:

language
purposes

design

computer

professional
relations

motivation
(strategies)

employment
futures

Figure 6.1 Representation of the Dimensions in the Interview Data

individualization
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This conceptualization was revised from an original conception that had all of the
dimensions around the outside of the circle. Since such a representation conflicts in a
way with the conclusion of Chapter 2 related to the futility of visualizing a semiautonomous substantive computer that affects these other areas, I looked for themes
could mediate the other categories. We might be able to see the computer as linked and
interfused with all of these themes, with the categories of ethics and motivation
(strategies) as mediational. The reasons why I decide to use ethics and strategies in this
way are because I believe they relate to the other categories in the diagram. For example,
a teacher could provide an ethical consideration in response to a teaching and learning
problem in the classroom or a teacher could provide a strategic response.
Given the notions of risk that were discussed in Chapter 3, it seemed fruitful to
see how these concepts might lead to a better understanding of the mutually interrelated
dimensions in the data. I have already noted, for example, that the category of ethical
concerns was more or less absent in my pilot research and although there were some
im[X)rtant problems raised when I asked about them in these 14 interviews, it still
appeared as a kind of bridging domain between the other categories and the kinds of
changes engendered in using computers in education.
I found it useful to bring the category ethics into a more intermediary position in
the model. Similarly the notion of motivation, although connected to individualization,
seems to be almost an a priori category. It is expressed, in a simply stated form, as the
computer is fun, work is more attractive. It may also be seen as a bridging domain for
other categories described above.
I will now turn to the data and discuss each of the themes in turn, referring to the
transcriptions (the transcriptions are coded according to the teacher number above, e.g.
T1-T14, and the question of the survey, as in appendix B.2, e.g. 1:1-2:8, as well as
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subsections of the transcriptions referred to, coded as i - iv, in the cases where there is
more than one transcription per question; separate appendices have been used for each
teacher and correspond to the teacher number, A. 1-14.

Language Teaching Purposes.

This area is a large portion of the interview data, partly because many of the
questions in the interview focus on purposes. There are other reasons, I will argue, since
as I related throughout the earlier chapters, the purposes of language education in Japan
have been contestable and in conflict even before the use of computers. And certainly,
the more central focus of this research is language teaching and not, for example, design
or individualization.
Although I rejected an intensive description and observation of the teaching
practices (as described in Chapter 5) of the respondents, I still wanted to try to address
the research question of teachers' development of teaching practices with computers.
This includes a comparison of how they may have changed their ideas of teaching and
education through using computers (Research questions 1 and 3). In the early part of the
interviews, I used the interview with some basic framing questions that would help to
place the later statements in context. Examples of these questions were one concerned
with theories that guided the respondent in his or her teaching and another that asked if
the theories had changed since teaching with computers (Question I ;5 and 6).
The questions served multiple purposes. I wanted to receive an explanation of
how the respondent perceived the fit between his or her development of a form of
teaching (i.e. English with computers) with a continuation or disjuncture with previous
theoretical understandings. One way to conceptualize what I was trying to bring out in
the interviews are the underlying ideologies of language teaching, which could then be
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building blocks for later questions. There are at least two different levels on which such
questions could be pursued. The first would be at the level of purposes in learning in the
classroom related to specific pedagogical actions. The second would be the question of
learning purposes beyond the classroom related to visions of a good society, citizenry or
world. The answers related to the second level for the most part fall into another
thematic area, that of the futures and employment and will be dealt with separately.
As already discussed in Chapter I however, the notion of ideology seems illsuited to the complex patterns of reasoning that individuals give for creating purposeful
action templates. In other words, all of the respondents had something to say about their
theories of language learning that linked to how they thought teaching and learning of
English with computers was either finding new potentials or bumping up against
constraints. Communication or communicative was mentioned as a theoretical construct
by four of the respondents while others mentioned cooperative learning, speech activity
theory, giving feedback, listening, getting students to be active, getting students to be
comfortable and take risks, giving students control, as well as three who answered about
theories that they used bits and pieces, all kinds, or nothing in particular. In short, there
was little evidence of anything that resembled a common theory or set of theories other
than communication in the most general sense, which nearly all respondents, mentioned
either explicitly or as part of an overall focus on something else such as activity or
listening.
This led to the observation that while there are common themes throughout these
discussions it is very difficult to put them together in an integrated way. In other words,
it is possible that a respondent might say, for example that the main task in teaching is
"planting the seed" of interest but that students have a hard time choosing (T7,2:5). Or
another might say that the computers are getting in the way of interaction but that
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students need to "sell their skills at some level in the future" (T2, Ql:6,2:4iii).
Comparing across contexts, of course, contradictory statements are not so surprising.
The point I am making here is that putting the groups of statements together can be
challenging since what was said in one place may have been qualified in another. I will
try to elaborate some of the themes throughout, noting if there were any statements that
could be taken as debatable within the group.
The question of who is in control and the degree to which teachers need to
relinquish control is an example of a complex interplay (an issue that I also noticed in my
own teaching but will address here). In addition to pedagogical problems related to
access, retrieval and storage, (lost files for example, T3, 1:7, "somebody could have their
work totally wiped out through no fault of their own."), a more central problem noted by
many in different forms was the undermining of control (T5,1:5ii). One respondent
related this to the fact that computers as screens were able to fit in with the passivity of
Japanese students (T6,2:1). However this was disputed by another respondent who saw
students as getting more active (T14, l:5ii).
For others, the teacher's decline in control was also balanced by the students
having more ability to control knowledge (T7,2:5), to individualize their learning (TIO,
1:6), to become more active (T12, 1:6). Computer language learning could also provide a
"filter" by which it reduces the tension of being called on in front of others (T13, l;4i).
One teacher articulated several different ways to look at this aspect of teaching with
computers. It was both an issue of becoming a more experienced teacher for him
personally and it was also a question of style of individual teachers (T4, 1:7, 2:4).
A sub-theme that is related to control was the extra amount of time and energy
required to prepare for teaching with computers. Some thought it was worth the extra
effort (T7,2:1ii) while others were less sure. "Fiddling with software" is a consideration
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that has to be balanced with doing other worthwhile work (T8, 2:6). Courses designed
with extensive preparation become unworkable due to students' interests (T6, 2.2).
And of course "technical" difficulties always appear to slow things down (T3, 1:7;
T12,2; I). As one teacher said about both dimensions, "it is a lot more work and teachers
are overworked as it is. I think. Perhaps it's just - could be a lot of not necessarily an
active resistance but just not wanting to get - you know - having to spend all their time
trouble shooting machines." (T13, 2:4).
The question of skills led to some interesting observations but there was no
resolution that students were increasing skill levels. One teacher pointed to the
possibility of being able to access all kinds of authentic information in English on the
internet (T5, 2:4), while another suggested that young people today already possess the
skills necessary to handle multiple sources of information at one time (Tl, 2:7). Another
teacher suggested that skepticism was useful in that teaching without computers could be
just as effective for writing (T6,2:7ii). In addition to focusing on particular skills,
reading and writing, for example, the question seemed to suggest other ways to look at
the problem. Several others noted that critical evaluation of internet material is an
important skill to develop (T2, 2:1). From a differing perspective, one teacher noted that
it was easier to test and track students (TIO, 2: lii).
The purposes of teaching have to be seen as muhifaceted and complex. Teaching
involves not only questions of what students should learn but equally complex questions
of professionally defined responsibilities within the opening and enclosure of teaching
with computers. One teacher pointed to this as a "vision" perspective, as some of his
colleagues lack the vision to understand what he is doing (T4,2;lii). Teaching with
computers can be seen as also falling into the category of employment futures and I will
address it again in that section with statements that more directly show this connection.
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Summarizing this section, the question of language purposes is central to what
language teachers do with computers. It is not an easy job of keeping this focus
completely in view, however, with the need to make strategic decisions related to
pedagogical concerns. However ethical concerns are visible in many of the statements
about teaching purposes. Overall, the present level of continuous learning for teachers
makes it difficult for them to be fully in control of the many variables in a computer
classroom. This is seen as positive by many of the teachers if it means that students can
take control. Others note that assumption may be not so easily made. "Good students
you know really take advantage of every moment, opportunity, but most of the students,
even though good machines are in front of them, they do not want to motivate or
challenge" (T9, 1:7).

Design and Tgchnical Arrangsments,
Design has been a useful way of looking at technology and as already discussed in
Chapter 2, the materialization of computers has changed over time. There are many
aspects of design, which in some cases overlap, while in others seem more related to
individual preferences. The physical layout of the room was mentioned by some as an
important consideration (Tl, 1:6; T8, 2:li; TI4, l:4i, 2:li). Negative symptoms, such as
headaches, and heat problems were ascribed to the environment in machine-filled
classrooms by others (T3, l;4ii; Tl 1, 2: li). The centrality of the monitor (T2, 1:6; T3,
1:4i; T6,2:1; T8, 1:6ii) and the sterility of the room itself was mentioned (T8, 2:1 ii).
Actual terminology for the classrooms was discussed as well. One teacher used the
phrase, computer classroom, comparing it to what the office staff use (lab) (T4, 1:4).
Another teacher referred to computer environments (TIO, 2: li).
In general it is clear that many of the respondents have thought about the
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constraints of their present teaching environment. This is not to say that changes are not
happening quickly however. One of the more intriguing developments was pointed to by
two teachers, that of the heavy use of mobile phones by young Japanese. For one, it was
to make a point that computers are not at all utilized as much as they could be (T9, 1:6)
but for another it was to point out that it might be possible to utilize phones for teaching
(T14, I:4iii).
In general then, as with the focus on language purposes, it is possible to see that
many teachers do think about the larger picture but timing and involvement may prevent
many of them from being in the positions of having a say in how things are designed,
except for minor decisions such as making use of mobile phones.
Another type of problem that bridges this category of issues and the following one
was raised by one teacher who pointed out that it was difficult to have flexibility in
scheduling classes - either you were in the computer classroom or you were not.
"Generally the curriculum, or the entire mindset of people, that everything has to be in
these nice compact courses - not courses - it has to be compartmentalized. It has to be
done this way or that way. It is preventing anything in between from happening" (TIO,
2:4).

Professional Relations,
This topical area was the focus at least in a peripheral way of two of the questions
(2:3, 2:6). Information about this kind of topic is hard to gather, since it involves
generalizing across a range of examples each of which may be very tied to specific
circumstances either of a particular university 'culture' or of the individuals involved.
Several respondents mentioned how change was very slow in coming (T:2,2:4i; T6,2:4i;
T:10, 2:4).
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Some pointed to the lack of knowledge of computing among the older group of
professors in many universities (T13, 2:4i; T14, 2:4). Some identified Japanese
colleagues more specifically as unwilling or uninterested (T6, 2;4i; T7, 2:3). On the
other hand one respondent noted that professional contacts are becoming easier due to
electronic communications (T9, 2:6).
There was a generalized feeling among many of the respondents that universities
could be doing much more to make the transitions to teaching and learning with
computers easier but they are dragging their feet. In brief, there were statements that
seemed to be targeted at the level of ethical concerns, as in using students' needs for the
future and universities being unable or unwilling to respond to them (T2, 2:4ii; T7, 2:4).
Professional relations then become tied up with employment futures and less with a level
of strategies for improving communications at basic levels. The 'threat' of competition
for jobs in the future would likely create a need for teachers to focus on their abilities to
teach with computers (T3,2:6) and that using computers is becoming "part of an EFL
instructor's job" (T6, 2:4ii). However one teacher did mention the need to try to invite
other teachers to his classroom to show them what he was doing (T4, 2: lii).

Emplovment Futures

As this part of the interview was targeted to a specific question (2:7), it is not
surprising that nearly all teachers mentioned employment even though the word was not
used in the question itself What was perhaps surprising was the fairly overwhelming
certainty of computers providing skills which this was articulated by many of the
respondents.
What seems even harder to analyze is to what degree the pressure on teachers to
acquire computer skills is one that they unreflexively pass down the line. Universities are
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in competition as many of the respondents noted (T2,2:4i; T7, 2:4; T8,2:4; T14, 2:7iii)
and teachers feel the need to keep up, to be "competent" (T3, 2:6). As one respondent
said, "I didn't have a clear reason to use a computer other than the fact that I thought I
would be getting behind if I didn't start using one" (T14, l:3i). I have also already noted
the overlap in this category with some of the statements about professional relations.
For students, access to information through computers is considered essential (T9,
2:7), and knowledge of application software will help in getting jobs (T 10,2:7; T12,
2:7). Keyboarding as a basic skill will be beneficial (T7, 2:2) and even knowing how to
turn a computer on helps (TIO, 2:7). Even respondents who were skeptical on computers
being oversold were positive that computer skills were a sine non qua for a secure life
path. "Learning computers in any language is useful because that is the future and you
are not going to get a job anywhere in a few years unless you are computer literate" (T2,
2:7).
Between the triple pressures of universities eager to attract students and show
themselves as catering better to their needs, the pressure that teachers feel to keep up, a
pressure especially true in EFL which has been traditionally a facilitating discipline (i.e.
providing the skills for further study in graduate school, abroad, or simply enrichment in
foreign language), and the pressures in the job market, it is not really surprising that
computing is interpreted so unambiguously as a decisive differential in educational
capital.

Motivations.

I am defining motivation distinctly from individualization since there were a lot of
responses that described needs and desires for learning (motivations) while others
described processes which led to individual students focusing on themselves
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(individualization). One way of separating them that could be easily visualized would be
to see motivation as something closer to a cause and individualization as closer to an
effect. The two aspects can not be so easily separated however since as processes are felt
to be worthwhile one's needs and desires modify in consequence. For the purpose of
analysis I will divide them here and then discuss them again af^er looking at the data that
can be said to describe each of them.
One of the primary reasons cited by several respondents for using computers was
that they were exciting or fun for the students (T7,2: li) or that students were "engaged"
(Tl 1, 2: lii). Various of the other respondents mentioned motivation as well (T14, 1:5i).
Another factor that was cited that seems to correspond to motivation was the perception
that students want to gain competencies in using computers (Tl).
On the other hand, some raised skeptical notions as well, the idea of a "gimmick"
or "snazzy" presentation material (T13, l:4ii), a "bandwagon" in which people are
forced to spend a lot of money (T6, 2:7ii) or a "buzzword" (T2, 2:4i; T8, 1:4). The
commercial side of the equation was obvious to a lot of these teachers.
Thus although it could be said that motivation is often seen as an a priori positive
reason to use computers, it is also true that such a positive image has been sold along
with the material goods, the computers themselves. Motivations in a sense stand as a
category that can be seen internally to other categories. More than some of the others
here, the idea of motivation seems to extend beyond a simple consideration of why
students want to learn (or teachers want to teach) with computers. I will address this in
the discussion below.

Individualization

Compared with the categorization of motivation described above, which I have
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described as originating more in the beginning of related phenomena, I am referring here
specifically to types of changes in education about what the individual student could or
should be able to do for him or herself Of all the categories I have defined in the
interview data, individualization exhibits the most contradictions. It can include fairly
positive assessments such as the importance of working on one's self expression and
sense of self, a goal common to composition teachers anywhere (Tl, 1:5). An aspect of
this individualization could also be seen in comments such as the idea of opening to the
world (T6, 1:7). Another teacher referred to developing "confidence" (T7, 2:5)
On the other hand, there were negative aspects to this individualization as
described by several respondents and typified by the word "isolated" (T2,2:8; T8, l:6i;
Til, 2:3i) or loss of "human contact" (T3, l:4iii). Students are already "introverted" and
computers emphasize the feeling of one's "own world" (TI3,2:1). Students are locked
into their own field of vision and the teacher and other students are shut out. "There is
this kind of sanctity of the relationship between the person and the computer. You are
kind of interrupting them. You are breaking into this thing and most people don't like
that"(T5, l:5iii).
Are these teachers talking about the same kinds of leaming environments? One
teacher referred to the negative types of interactions as "heads down" mentality (T3,2: li)
but another teacher states "students are not usually sinking into the computer and
ignoring what is around them" (T14, l:5ii). How are these reconcilable? To some
degree, the design category may be more important that it first appears since design
incorporates more than just the layout. It also involves the type of movements and tasks
that are set into activity. I am not passing judgment of the former teacher (or the majority
who noticed the isolation tendencies), but it may be that the latter teacher has
intentionally built into the activities certain requirements for interaction.
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Summarizing this category is difficult but I think in some ways it represents a
dimension that is less ethically explored than others. There are problematic issues here
that go deeper than simply making more outgoing and confident individuals. Perhaps
what is meant by outgoing and confident is something which needs to be opened to
examination.

Ethics.
The question about ethics was the last one of interview. Some of the respondents
needed an example, such as plagiarism, to begin talking about ethics, perhaps because the
word was used without further explanation in the question.
Although it could be placed in other categories, the problem of students'
multitasking often was discussed this with reference to ethics. First there is a power
consideration, does the teacher have the right to tell students not only what they have to
get done, but also how they have to get it done (I have already discussed in the form of
control above). In other words, if a student is working on a composition, for example,
but sending email at the same time, should the focus be on the quality and timeliness of
the finished work or on the more nebulous consideration of staying on task. Some
teachers felt fairly strongly that working on personal email while in class was something
that should not be allowed (T3, 2:8; T12,2: li). However a minority opinion was
expressed that in learning while computing, students are already multitasking so teachers
should accept that and concentrate instead on the benchmark assignments (T14, 2; Hi).
This comment is worth quoting at length because of the range of issue it covers.
Using computers almost by its very nature is a multi-task kind of activity, even if the
computer is not multi-tasking in the sense of working in - doing two things in two
different applications at the same time. A person who is using the computer is often
thinking - like retrieving something from a database while in a word processing program
and gets a message that an email just came. Maybe that email has an attachment that is
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necessary to include in the word processing program that he is working on. So if students
are able to do a lot of things at the same time, work with different applications, 1 am very
happy with that Of course, 1 do find when I'm going around the room a student is
writing an email in English, or in Japanese rather, I know it has nothing to do with the
class. In cases like that I usually don't get upset at the student... Generally those
students who do that are more efficient about and get more done using the computer.
They know what they are doing. So it often means that they have finished the task that
the other students are taking a long time to complete. So, I just feel. Good, a student isn't
just staring off into space. The student is at least doing something constructive with the
time that the other students are using that they need to complete the task that this student
can do more efficiently.

Plagiarism was discussed by most of the respondents with varying opinions as
well. Several felt they could immediately spot plagiarism, while others gave examples of
the difficulties that the range of issues falling under the rubric of plagiarism presents.
There are, for example, copyright issues, in trying to protect one's students' work if it is
posted on the internet (TIO, 2:8). One teacher saw the problem as a tradeoff, more
information but greater opportunity for copying from other people (T5, 2:4).
A number of other ethical issues were raised, some by individual teachers and
others by more than one. Some of them were raised fairly directly in response either to
the last question or in relation to other topics. For example, one teacher talked at length
about the problem of equity and access across borders and the need for the profession to
address what can be done to help colleagues in poorer countries with less resources (T4,
2:8). The problem of university guidelines prohibiting sexism, racism and other kinds of
discriminatory teaching material and the uncontrollable aspect of using the internet was
raised by another respondent (T8,2:8).
Other concerns were raised in relation to discussions of the problem of multi
tasking or appropriate tasks. Gambling, pornography and other questionable uses of the
internet during class time were discussed (T7,2:8; T9, 2:8i) for example. Concern for
safety of students was surprisingly mentioned by only three respondents (Tl, 2:8; T12,
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2;8i and ii), one who mentioned that he explicitly taught about chat rooms and their
dangers.
As with the category of motivation above, ethical concerns seemed to cut across a
broader range of the categories than the others. Ethics, in other words, could be targeted
towards concerns for the teaching and learning or for the relations between students and
teachers, as the discussion of multitasking and control shows.

Discussion of the Interview Data

On balance, it is clear that teachers in these interviews expressed both enthusiasm
and skepticism about the use of computers for language teaching. Certainly there were
individuals among them who felt, almost without reservations, that the use of computers
was beneficial to the point that they used them even in their classes which did not meet in
computer classrooms. However this did not prevent them from having some strong
reservations about certain aspects of computers and education (design, for example).
Curiously neither long experience either using computers for one's self or for teaching
seemed to be a defining variable for how much a teacher sought to use computers now.
Teacher 14, for example, a relative latecomer to computer use in this sample, was one of
those who seemed to be using computers at every opportunity (T14). However given the
range of experience of teaching with computers, it was somewhat surprising to find as
much ambivalence expressed as there was.
This could be accounted for by the bias of the observer, myself, either in my
interpretation or more subtly in my interaction with the respondents who discerned my
skepticism despite attempts to conceal it. However there is another possibility I believe
suggested by a reconfiguring of the themes I have outlined above.
At this stage it is possible to make some preliminary assessments of the first three
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research questions formulated at the end of chapter 4. For clarity, let me restate the
questions below:

1) In what ways do a group of experienced university English teachers see the
purposes for education with and through computers?
2) What are the positive and negative aspects of this type of education as seen
through these teachers' eyes?
3) How do they compare and contrast their development as competent teachers of
English using computers with their prior teaching experiences?

I have already extensively discussed the first question in the first section of this
review of the data. It seems particularly difficult to answer this question in aggregation.
I would argue that this is one of the domains in which most clearly there is a ongoing and
constant interplay between larger concerns for maintaining an effective pedagogy with
concerns for losing the ability, through experience of expertise (i.e. years of teaching) to
intervene in ways that one has become accustomed to and successful at. And this issue
overlaps with design and understanding of what the computer is. As one teacher put it:
So you have one computer, one - one individual, one student and they are independent
and that environment is independent. I think that is a mistake. I think that is the natural
tendency. And perhaps in terms of economics, probably that is a good way to go because
you can sell it in the university and you can sell it to the home market as well. But I think
... you know, what do you do? What does the instructor do? Just walks around the room
and makes sure that everybody is there... And you soon find that you take on a different
relationship with the students. The students take on - see you in a different way. You
become more of a control mechanism rather than an instructor. They don't - they don't
need you to learn. (T5, 1:5ii)
In the analysis of data from my own teaching I will again address the nature of the
interplay and modulation between various levels of attention to pedagogy and power.
The answers to the second question have been spread throughout the different
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sections above. The most positive aspects that have been noted are related to the
motivational aspects of computing and the ultimate value of gaining skills that will
possibly improve students' chances for employment. On the other hand the category of
individualization was one that exhibited widely differing assessments. There was the
real concern with isolation and loss of human context but an appreciation by some of the
building of confidence and the ability to work on one's own or one's self
The answers to the third question have been discussed at the outset but also relate
to the questions of professional relations. This is a domain that I think needs to be more
fully explained and I will continue to focus on it especially when looking at secondary
data below.
Another question that needs to be looked at in more detail in how these particular
dimensions interact with each other. While the number of respondents is too small to
suggest anything but tentative indications, the correlations of the categories with several
other variables derived from Table 6.1 of characteristics (age, years teaching in Japanese
universities, years of computer use, and years teaching computers) were examined. An
additional category was also added, which I labeled political economy, that is, whether
the teacher mentioned the economic aspect of computers as a commodity. This variable
showed some interesting correlations, positive with the variable of individualization and
negative with the number of years in a Japanese university and the
number of years using a computer. In other words, I might suggest for further research
to follow the inference that the more experience teachers have with computers and in
Japanese universities, the less concerned they are about the economic aspects of
computing. Similarly, this correlation suggests that those who are concerned about it are
also concerned about the isolating effects of computing.'
2 The correlations were done informally on a small data set to see if further research on
these variables is likely to be needed. The correlations were based on whether the

232

To conclude, differences in respondents' answers, I am suggesting, are partly
explained by the nature of the particular mediating lens through which the domain is
framed; is it a question that is best served by a strategic mediation or is it best understood
as ethical and requiring a commitment of one form or another to a certain mediation
based on principle? It remains to be shown the degree to which motivation or ethics are
useful as intermediating concepts as I am suggesting.

Limitations of the Interview Data

There are a number of limitations that are important to highlight with this
interview data. Although the interviews were successful in providing lengthy and useful
data for this study, it has to be acknowledged that a total interview set of 14 (although the
number is 25 if the pilot interviews are included) is small.
The type of data acquired was also highly dependent on the types of questions that
I used. As with the pilot study, which showed no evidence of any ethical considerations
on the part of teachers with regard to computers probably because I did not ask directly
about them, it can be equally difficult to understand why there is comparative emphasis
on isolation and individualization and little or nothing said about cooperation. In other
words, if I had asked about cooperation or projects for example 1 may have gotten
information about those themes. However I did not ask about individualization either; I
asked what the respondents like or disliked. Also I did not specifically ask about design,

individual respondent mentioned a category or not in the data. Correlations that I am
describing here all scored as moderate compared to obvious corelations like years using a
computer and years teaching computing and age and years teaching in a Japanese
university. Also negative correlations between the category of individualization and
years in a Japanese university and age (also of moderate size) were noted. This might
suggest that as teachers get older and more experienced, they either are less concerned
with interaction or might be more adept at encouraging the degree of interaction with
which they are happy in the computer classroom.
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though it was a topic which came up frequently. With a specific question about design,
this could indeed be a central issue. I asked about futures, suggesting I wanted
information about employment, sometimes in follow-ups, but I did not ask about
economic biases or considerations. In other words, what do individuals think about the
heavy commercial aspects of computers, both in investments and in the way they are sold
for consumption? Two teachers mentioned this but that does not infer anything about
other teachers not being aware or concerned about it.
In a different but related manner, several of the questions seemed not to be very
useful. The question regarding internationalization provided some useful criticisms of
the theme in Japanese contexts but less in the way of understanding the central topics of
the research. The question about learning more skills (2;2b) was intended to try to elicit
information about new literacies but seemed to get bogged down in discussion of the
types of skills (reading, writing, speaking, listening and occasionally a fifth or "macro"
skill). Some information here was also worthwhile (such as one teacher's specialized
interest in designing listening software) but it added little to the questions discussed here.
Another question worth asking now is whether I could have utilized group
interviews. I think that the kinds of information that I received regarding narrative
histories was essential for establishing a degree of integrity and trust in these interviews,
however group interviews may have been able to provide a little more in the way of
focused discussion around particular points. For example, since employment became an
even more central category only afrer data analysis began, it may have been helpful to
elicit more of this type of discussion in groups. To have had an opportunity to reinterview respondents would have been of value too.
I will turn to an analysis of a second data source, namely a journal of my own
teaching and then to two supplementary sources of material.
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Journal Data
As described in Chapter 5,1 kept a journal of my teaching in the two years that I
was doing this research. The entries were anything that I felt important to make a note of
related to my teaching of two courses (one of second year and one of third year students)
with computers in the year 1999-2000 and one course (third year students) in the year
2000-2001. Journal entries (a total of 31 different times) are typically half a page,
although entries of one page or more are not unusual (8 times). The first semester
(April- July) of the first year, 1999,1 wrote the most (15 times), while the first semester
of the second year, 2000,1 wrote the least (3 times).
As described in Chapter 1,1 had only a little prior experience teaching with
computers. At my full-time position I had taught in a computer classroom for some of
the 1st year writing classes in the two years 1997-1999 but most of this class time was
used for teaching basic familiarity with computers and typing. I have already noted how
the skills of Japanese students have changed in the past five years so that while many
students previously had little or no experience with keyboarding, this is no longer the
case.
The two classes I taught were different, one was a fireely structured writing course
for second year students while the other, which I taught for two years, was a third year
business English course. The basic diflFerence was that in the second year class, the range
of topics and activities was much more flexible, also allowing for some use of the
internet, while the business English course consisted of a highly fixed content and
activities, writing memos and letters. Both courses were structured to make use of a
shared folder on the server by which students submitted work and the teacher returned the
work, with comments and corrections added to the file. The shared folder systemworks
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by means of alias "To Teacher" and "From Teacher," folders which each student copies
to his or her disk. This system makes printed copies unnecessary, relying instead on the
transfer of files back and forth between teacher and students. A fuller description of
some of the technical and pedagogical issues that derive from this system will emerge
below. In making entries, I recorded problems, issues, comparisons, realizations, and
observations.
In the first pass through the data, I highlighted 86 issues that I had thought were
important. Some of these were listed more than once, for example the problem of
students' multitasking off topic (also discussed above).
In looking at the list of issues, I decided to code each of them by assigning them a
preliminary label of either teaching/learning (TL), computer (C), or
location/place/university (LP) and 2 categories if necessary. The immediate observation 1
made was that the largest category consisted of items labeled both TL and C, issues
connecting types of teaching and learning to computers. Most of the items are difficult to
differentiate because they either involved decisions to be made on the basis of using
computers (e.g. asking students to format disks and file in certain ways) or because
teaching with computers led me to think about what I was doing differently (e.g. setting
rules for when and where files could be turned in. If this is in fact possible when a
student is absent, then why do I need to know when a student has let her friend do this for
her?). It is not surprising that most of these issues would be coded as overlapping two
categories since looking at these themes is what I was taking notes for in the first place. I
will illustrate this interconnection with a few more examples (Journal entries are coded as
JE with the date they were recorded).
In the first month of teaching (April 1999), I was continually trouble shooting all
manner of technical problems. Some of them were due to my lack of understanding of
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what I needed to do, such as teaching students to put titles of their files in a standardized
format so that I could retrieve, check and grade them more easily, while others were
common problems such as "disk error," but problems which some students had never
before experienced. When a problem like this arises, I found that I suddenly felt the need
to stop the class and teach about making copies and backing-up work. Inevitably there
are a few students absent and the next week the problem arises again.
Imagine, for example what it is like the first time you learn that a computer can
freeze. Teaching such a matter may appear mundane, but I found over time that it
involved a mixture of commitment to not getting flustered and trying to show students an
ironic attitude to computing, as in anything might happen. A student seemed to suffer
significant stress when told she might have lost her file (JE 4/20/99). I suffered a poor
night's sleep in anticipation of not being prepared enough to deal with the multitude of
problems (JE 4/19/99, this was the first of many nights like this for me). Students do not
readily grasp the difference between 'alias' and 'copy,' so they are unable to send me
files. I am still teaching this to some students in the third class, pointing out to them that
aliases use icons that are labeled in italics (JE 4/30/99). I am trying to sort out questions
of when and where finished assignments are turned in and what if someone tells me they
'sent' me their file but I can not find it on the server (JE 6/2/99). What if the error is
traceable to a mistake as illustrated above (using a copy instead of an alias folder)?
Should the student be penalized? After how much time is this mistake no longer
acceptable? In short, how much of these teaching and learning performances can be said
to be the responsibility of the individual and how much can be the 'fault' of the system?
Certainly over time, a teacher develops better ways of accounting for these hybrid
pedagogical contingencies, but certain dimensions of each of these problems lead to more
general observations.
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Three questions arise related to this discussion. I) Is it more important to
standardize everything, including titles of files that are sent back and forth? If it is
necessary, does that contradict other principles of treating students as individuals? 2)
How much 'pre-teaching' of computer use is necessary? Given differing levels of
students' knowledge, perhaps it would be better to have tutoring comers for students who
know little about computing shortcuts? 3) Is it the role of the teacher to accommodate the
students to computer use or to simply use computers to teach, in this case English?
Management of stress may be part of all educational experience but it certainly appears to
me to be heightened in the computer classroom, at least initially for both students and
teachers.
A few more observations followed as I tried to analyze the separate components
of teaching and learning and computing. It is much harder to remember students' names
(JE 4/19/99), an observation confirmed by another teacher whom I discussed it with,
since more time is spent with files than with students. I used the system projection
software (what is done on the monitor of the server computer can be projected either on
to the students' individual monitors or to an extra monitor which is between each of the
students' monitors) to show how to brainstorm writing and some students "oohed" at my
typing speed (JE 4/30/99). Does the learning get buried under the formatting focus?
When I gave back corrected essay assignments, I discovered the need for strict deadlines,
otherwise students who are late or were absent can cut and paste from their friends (JE
5/25/99). Similarly, the question of repeating students came up at various times in the
course. For the 3rd year course in which the assignments were more or less the same
from one year to the next, this was a central question. How much should the student have
to 're-do' work that he or she still had on file from the previous year? A suggestion from
a fellow teacher to check the student's disk did not seem to address the larger question of
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what it means to be taking the course again (JE 6/2/99).
Although the concerns cited above are nearly all related to 'technical' problems of
computing, the majority of issues raised can be seen to fall in the diagramatic space (of
figure 6.1) labeled as language purposes with some slight focus on adjacent spaces of
design and professional relations. Certainly we can say that teaching and learning
includes the teaching and learning of English but looking at my list it appears as if most
of the items are very general problems of computers and teaching/learning specifications
around those problems. This leads to a further elaboration of these particular areas as
illustrated below. English becomes the mediating strategy between using computers and
the general focus on teaching and learning. At any given point, teaching and learning can
focus on the language but I am arguing that there is at least an equal focus on learning the
computer.

computer

English
(strategy)

teaching
learning

Figure 6.2 Teaching with Computers: English as a Strategy

While doing my pilot research, a 'distance' mode to teaching and learning was
suggested as a way to allow for more one-to-one contact. Since students are focusing on
their own monitors and their own work, there is not the conspicuous attention that often
invades in-class conferencing. Although I considered doing it earlier, it was only shortly
before a visitor, invited by a colleague and fellow teacher, was to observe my class that I
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strategically decided to implement this type of conferencing (JE 10/9/00).
When I considered the reasons that I felt this was a successful form of pedagogy,
it related back to an earlier concern to try to get students to move around the classroom. I
had tried this early in the first year and found some resistance to moving around (JE
5/30/99). There seemed to be two issues, one that students become used to a particular
place, a particular computer and second that they do not expect (and even dislike) to be
taken away from their monitor even to communicate in order to build up to a writing task.
Thinking about these decisions related to pedagogical concerns highlights the fact
that in two cases there was an overriding concern for implementing movement. In the
first case it was related to design of the classroom, a topic already amply highlighted in
the interview data (These examples of design illustrate the difficulty of saying whether
concerns are strategic or ethical. The monitors were of the movable type so I emphasized
to several students that they play around with them to find the best position - was it
concern for their safety, not getting eye or neck strain or was it simply concern to have
them work more efficiently?). In the second case, it was prompted by a professional
visit, one in which I wanted to highlight the activity rather than simply let the visitor
observe students at work.
This leads to an alteration of the figure that I started this section with. I should
clarify that I do believe strategies can be a focal point for design or professional relations
and ethical concerns can guide objectives of English as a subject. It is obvious that
talking to my students for the observer's visit, allowed me to use a strategic resource as
way of protecting the fragile teacher authority as much as it may have been motivated by
trying to show the observer something worth seeing. Either may be available as a
resource to understanding how to bridge the gap between the technology and the teaching
and learning.
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English
(strategy)

teaching
learning

computer

design
context
(ethic)

Figure 6.3 Teaching with Computers: Design as an Ethic

One of the recurrent questions that arose (also as illustrated in the interview data)
is the question of multitasking. It would seem to be one that requires a heavily strategic
approach, as it implies that the teacher has not given enough tasks for the students to
work on if they are looking at their email in Japanese. This problem which I often
noticed as a case of fast working students getting ahead (JE 6/16/99) could be handled at
least two ways. Either one can be uniformly strict and demand that students work only
on work that is for the course or one could set targets of what would get done and not
worry about it further with the exception of gross violations. Discussing it with some
other teachers, I discovered that some made use of the on-line sites and material
(discussed below) as extra credit work. What is to prevent the teacher from multitasking
during class as well? Before providing the obvious answer that a teacher would certainly
know what is responsible and professional behavior, I would add that teaching these
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courses involved 2-3 times as much work in preparation and corrections as some other
courses I have taught, most of it done, of course, outside the classroom.
Consideration of this problem occurred to me one day as I was talking with
another teacher in the classroom after the class had ended and he suddenly decided to
check the stock market on-line. Pushing the logic to the extreme, teaching and learning
with computers becomes nothing more than distance education, although the teacher and
students happen to be in the same classroom. They work independently (within certain
fixed scheduled deadlines) and consult each other only when necessary. No fronted
teaching is required and students come early and leave late at their discretion.
There are other concerns however that appear over time some of which I have
coded as professional relations. An issue about which I wrote more than once was the
help that administrative assistants provide (or did not provide). Every university has its
own idiosyncratic hierarchies of technical helpers, assistants, administrators, and
coordinators. Japanese universities may have some special problems in this regard
(discussed below) since technical assistants do not fit easily into a standard labor division
of professors, administrators and contracted staff. The university in which I taught used
the increasingly common method of paying students as part-time employees to staff a
help desk and to work in some of the classrooms at scheduled times. Unfortunately for
me, I never was scheduled with an assistant. It appeared to be a job not in high demand.
A bigger problem, however, was in cases of system fi-eeze (this never prevented students
from working but I could not access the folders on occasion for an entire class period,
particularly in the second year). Most of the time the staffers would try to help but often
they would say they did not know what the problem was and that 1 should check with the
course supervisor. By that time, lesson plans had to be rearranged and abandoned.
Another problem illustrates even better the difficutties of communication and
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authorization becoming overly convoluted. I discovered that I needed to have an email
account at the university so that several of the assignments could be sent to me (I had no
need for the email account for any other purposes since I had two others). When I went
to the central office that administers computer affairs, I was told to fill out a form, which
asked me the reason for 'needing' an email account. Eventually after the staff had
contacted the supervisor, I was given the account. There had been a problem with the
abuse of the email system I was told (JE 5/18/99).
Another issue that arose fairly quickly but also was harder to understand was
relations between the supervisor and teachers as well as among teachers. All of the
teachers' folders are available on the desktop (once a given teacher has entered an access
password). By chance, several months into teaching these courses, I accidentally clicked
on another teacher's folder and discovered I could see students' work as well as various
kinds of corrections that the teacher had used. In the system software, we were using a
word processor that allows for color coding and thus different errors or comments can be
differently coded with colors. The first question I had was, is this ethical? It was
certainly very helpful to learn several things both about the way students did the work (in
the 3rd year class we were using a standardized set of assignments; in other words my
students were writing the same compositions as students in other classes) and the way a
teacher corrected and commented. And it was hard to locate any threat or harm to
anyone from having looked (however the potential certainly is clear, if there were any
kind of hostility between individuals). Several times, I broached the subject with the
supervisor and never got a clear answer. In the first consideration, this seemed to be a
lost opportunity, except for those with more power (i.e. in positions of authority) the
ability to access the greater storage of electronic text was left in a state of ambiguity and
ethical doubt. Some teachers I noted left nothing in their folders. Considered fi'om a
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second perspective, this reveals the possibilities for unequal differentiation of access (and
surveillance) depending on one's status. If one's job is dependent on performing well
(more of a concern, for example if one does not have a full-time job), this has quite
severe implications. The use of email for feedback on quizzes, evaluation of the course
was another ambiguous aspect of showing performance. If a teacher sends no response is
it assumed that he or she is not doing the job properly?
A different form of the question of relations is that of students knowing more than
the teacher. This happened on several occasions, once with an assignment that called for
importing graphs from another word processor and allowed for the choice of graph
presentation formats. Noticing that one student had turned in an assignment using a
graph format that seemed much clearer than the one most students were using, I went to
her in the classroom and asked her how she had done it. The students seated nearby
smiled and seemed to enjoy the idea of a student knowing more than the teacher did. For
me the more interesting 'lesson' was that the student had learned this in another computer
class and also that she worked as a computer assistant (JE 10/9/00). Earlier in the year I
had encountered a similar issue. Seeing that many students were making the same
mistake, I decided to project the finished composition of one student who had already
filed the assignment, cutting and pasting it into a new file so that the student would
remain anonymous. However before I had made the file, I had neglected to turn off the
monitor so that some students had been following what I was doing, again with some
amusement. This is an example of how ethical concerns can easily crop up without one
being aware of it (JE 10/9/00).
The question remains as to whether these concerns are best formulated in strategic
terms or in ethical terms. An ethical appeal has great merit in helping to exteriorize
possible ways of addressing the concerns. But it also has its own set of risks. Power is
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not equal in most situations within organizations. Those with power have more resources
to make appeals for ethical resolutions. Another set of questions that are beyond the
scope of this research is the degree to which language teaching professionals, even if they
are full-time faculty, are a stable professional group. From this perspective, the advent of
computer classrooms for language teaching presents both risks and opportunities for
those who forge ahead in creating their identities as new types of professionals. Looking
at some supplementary evidence may help to understand this better. In the next section I
will briefly review some recent (with one exception) textbooks for teaching English with
computers.

Textbook Analysis

In this part of the research I utilized Ave textbooks in order to further investigate
some of the issues involved in language teaching with computers. The first three
textbooks are fairly standard ESL/EFL textbooks, while the other two fall into the more
general category of composition studies guidebooks. The latter two are not textbooks,
instead they are overviews of the types of activities that teachers can use and a discussion
of considerations for teaching. The area of composition studies overlaps with the teaching
of EFL/ESL especially at more advanced levels in universities where students are
expected to produce written work in essay formats using word processors or computers.
The other rationale for including these two texts, briefly described in the previous
chapter, is that they form bookmarks of sorts, one being published in 1983 and the other
in 2001. They give a kind of periodization to the field of teaching English with
computers (although there were applications before 1983 as well).
A few caveats have to made as a preface to the discussion of textbooks for
teaching English with computers. The first and most obvious point is that many teachers
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do not use a textbook when teaching with computers. Not only are there CD-Roms
which can either be used in self-access modes or in classroom sets, but the internet is in
itself a resource for teaching. This is true not only in the obvious way that the internet
can be used for searching about information but also by the fact that numerous teachers
have made resources available on-line. Examples include EFL quizzes and listening
practice sites, resources with links to on-line lists and other sources of information for
teachers and students, and excellent project-based learning guides.^ The question might
be asked why even use a textbook? In fact one set of authors has pointed out that sales
have been slow and the question should be asked as to whether there is a "niche" market
or such texts might prove increasingly irrelevant (Silva and Grant, 2000, p. 103). This is
a question to which I will return in reviewing last the composition studies text published
this year (DeWitt, 2001).
However, I believe that at least a brief analysis of these texts highlights further
some of the issues that I have been researching. The first three textbooks are made for
the ESL/EFL market. I will briefly describe ways that they frame teaching and learning
with computers, trying to make explicit some of their differences. Two of them were
published in 1999 and one of them in 2000
The first text, "Talking about Computers and the Internet" (Grant and Silva,
1999), is published by a well-known publisher of English textbooks in Japan. Like many
of this publisher's other texts, it is annotated with difHcult vocabulary translated into
Japanese in notes. Otherwise the book is a fairly basic introduction to the main functions
^ The following examples are all from teachers who are or have spent considerable time
resident in Japan. For listening practice for example see Randall Davis' site <www.esllab.com/>; for thousands of quizzes see the sites of Charles Kelly and associates
<www.aitech.ac.jp/~iteslj/quizzes> and <www.aitech.ac.jp/ckelly>; for resources see
Kitao Kenji's site <www.ling.lancs.ac.uk/staff/visitors/kenji>; and for projects and an
on-line textbook, "Internet for International Communication," see Bill Pellowe's site
<www2.gol.com/users/billp>
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of computers and peripherals. There are 20 units of 4 pages each, structured around a
content item (e.g. email, the internet, file storage), a function of language teaching and an
activity (e.g. reading URLs, talking about computer features, sending electronic greeting
cards). There are few graphics and there is no color. The authors have written about
some of the difficulties working with the publisher, that the company had one email
address for the entire company and that they could not handle attachments (Silva and
Grant, 2000). There is an introductory explanation that computers provide "a REASON
for students to learn English" with the internet becoming "a part of everyday life at a
dizzying pace" (Grant and Silva, 1999, p. i). In the otherwise oversimplified division of
learning about, from, or with computing (Jonassen, 1996), one could easily assign this
textbook to the category of "learning about computers." There are some points, going
beyond this, that make it interesting for discussion, however. First there is an inclusion
of irony, each unit has a comedy comer, illustrating in many cases the confusion that
people have dealing with new technologies. The double play on words like copy (back
up of discs versus photocopies) illustrate some useful details of metaphoric language.
Unfortunately this is not developed at any length as pedagogical material. There is also
an entire unit on computer crashes as well as an activity on the good and bad points of
various types of communication. In short, although there is an attempt to develop a meta
knowledge about computing, the majority of the material is simply vocabulary exercises
that teach basic information about computers.
The second text, "Intemetactivity Workbook," (Sperling, 1999), is authored by
the owner of one of the best-known web sites for ESL/EFL resources, job listings, and
activities, Dave's ESL Cafe. The book also is accompanied by a different website which
provides supplementary activities for the text. There are 30 units each of 4 pages, each
focused around a theme, an open-ended discussion and a web-based search activity.
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There are no graphics or color. The text introduces use of the internet to the teacher as
"cool," motivational and exciting. The author's results since 1995 are vouched for. "I
was hooked, my students were hooked, and I think you and your students will be too."
Using the book will make the teacher an "ESL/EFL Internet pioneer!" (Sperling, 1999,
p. x). Leaving aside such hyperbole, this textbook does teach students "netiquette" and
"internet issues," which include checking and comparing information, as well as citing
sources (p. xiii). There is a unit on tabloid news, although like most of the activities, the
topic is specified, as in simply what to look for, with little other additional information.
This text would appear to be targeted for supplementary work or outside of class
assignments, since there is little of pedagogical focus. It may be described in the
category of "leaming from computing." Overall it may be best viewed as simply an
additional resource even though the introduction and glossary make a start to teaching
both useful information about the internet and ways of utilizing internet resources.
The third text, "Intemet English," (Gitsaki and Taylor, 2000) is obviously the
most carefully produced. It has full color graphics and most of the chapters are focused
around carefully guided web searches on the "Information Super Highway" (p. v), and
discussions of the information obtained as well as a concluding project. There are 13
units each of 4 pages. The textbook is described as "a guide for learners as they
independently surf the Intemet giving them direction and motivation ..." (p. v). It can
also be used as a supplement to a "traditional classroom" (compared to a "computer lab,"
p. vi), outside of the class of course. Microsoft appears through the exercise of
registering for a free Hotmail account and an activity on creating a profile of a "favorite
famous person," using the example of Bill Gates (pp. 11, 58). One of the units is on the
topic of shopping (no discussion of secure arrangements for payment),while another

It should be noted that shopping is a fairly typical EFL/ESL textbook topic.
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unit uses online news as its focus (no discussion of comparing sources or checking the
authenticity). However by the far the most questionable ethical oversight of the text is
two page section at the end of the book called "technical tips," which gives instructions
on how to copy text and pictures into a file, with no mention of citation practices (pp. 689). Thus while it succeeds where the previous texts offer less in terms of "learning with
computing," it can be seen to avoid ethical considerations altogether.
My main observation about the texts taken together is that they promote a view of
computing and learning English that can be described as mostly risk-free. Of the three,
only Grant and Silva (1999) deal at all with potential difficulties and frustrations, and
even some minor risks. A board game that is used as an activity late in the book includes
squares such as "you waste time reading the manual," and "your company switches from
Apple to Windows! Lose 2 turns." The implicit message to the teacher and students of
all three books is to get on-line as soon as possible because English is there in
abundance. This may be true in a general way, but it hardly amounts to a well-thought
out pedagogy.
Now I will turn to the two books on composition studies. The first (Standiford, et
al., 1983), "Computers in the English Classroom," was published jointly by ERIC and the
National Council of Teachers of English (NCTE). The introduction starts with the now
familiar signs of change and risk. "For many - if not most - teachers, computers represent
an alien form of instruction. They are unknown and they are threatening ... computers are
increasingly familiar to our students. Professional pride is motivating many of us to
scurry in order to stay one step ahead of our students" (p. ix, italics in original). The
computer is just "one more tool" (p. x), and they "can provide instructional management"
(p. xii). Also the primary rallying device of acquiring more knowledge is used,
"Classroom teachers cannot begin to decide whether or not to use computer-assisted
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instruction until they become, at a minimum, "computer-literate" (p. x). Following the
introduction, there is chapter on "computer basics," the remaining three chapters are
related to instruction; strategies, applications for English, and evaluation of software.
Instructional objectives are not always distinguishable from those that would
guide a lesson without computers. For example, specifying objectives, scripting the
lesson, and evaluating and refining it are not germane only to the use of computers.
However certain vocabulary is used, such as "debug the lesson" (p. 33) and the text and
graphics "should be attractive" (p. 35), which alerts the teacher the some of the
differences in teaching with computers.
A common feature of this type of introduction to software and evaluation is the
listing or recommending of particular vendors and programs, in this case 10 publishing
corporations (p. 32). "Developing computer applications to English and language arts
instruction has become an exciting, even profitable, activity for some classroom teachers"
(p. 35). 1983 is still early in the history of personal computing so that this book can serve
as historical record of the way English teachers have been encouraged to use computers
for almost 20 years.
The second text (DeWitt, 2001), "Writing Inventions," is a much longer book. In
some ways it is the most hybrid of the texts under consideration here, as it introduces
many examples form the author's teaching while trying to fit them into a larger
discussion of invention with writing and reading practices. The introduction begins with
an explanation that the book is about "writing" and not "computers." There are a number
of points that the author wants to raise with this statement. There are considerations of
sub-professionalization of composition studies departments and programs. There are the
considerations of enjoyable teaching, when computers work. There are considerations of
the commercial and public relations value of using computers for the institutions where
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they are used. There are also the way identities of those who specialize in teaching with
computers is mixed. Years spent teaching "operations," fixing crashes, glitches and
"technical problems" and even the "glitz associated with the technology" all contribute to
this hybrid identity (pp. 1-4).
Even more to the point in some ways given the disjuncture to some degree already
briefly discussed above in the difference between the interview data and the teaching
journal data, is the explicit foregrounding of questions that teachers ask about using
computers to teach English with those that are commonly addressed by researchers (pp.
7-9). An example (one of many) of the teacher questions is what to do about plagiarism,
while an example of one of the researcher questions is how do networks "reinforce or
resist existing models of power?" (p. 9). In other words there are questions of strategies
and there are questions of ethics.
However DeWitt is not arguing that teachers are incapable of articulating the
larger themes or ethical values, but that often practical considerations threaten to
overwhelm even the best of intentions. As he shows in an example from his own context,
there is a unresolvable tension between the pressure to publish on the one hand and the
comparisons v^th the technological resources available at competing institutions on the
other. This makes him wonder if there is any way that he could produce compelling
research. Research involved with computing often depends on its place in the hierarchy
of the technical as part of its warrant. Every teacher/researcher of new technologies faces
the problem of being dismissed if the technical resources are not the latest and fastest
available. And moreover if the researcher does publish, will his university consider
postponing upgrading the technology because the present configurations are good
enough? (p. 12). Considering these points, it may be little wonder that many who teach
with computers throw more energy into teaching, judging research as always just beyond
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the reach of their technical expertise, either personal or institutional.
And the kind of piecemeal pragmatic approach that is apparent for the
teacher/researcher is equally apparent for the learner. Students learn to "use the
computer as a fragmented tool to attack what they view as fragmented tasks" (p. 44).
There follow a number of teaching and learning exercises, utilizing CmD, computer
mediated discussion, to think about the acts of reading and writing as inventions. In such
an environment, multitasking becomes a necessary method of facilitating greater
invention (pp. 125-9). Critical summaries in which the creators/sponsors of the web
pages are identified (not always with the ease of print resources) is used as another
method. One of the main points that concludes this text is the gradual emergence of a
new field, the teaching of web writing, which DeWitt argues can be the job of
compositionists since they "see language as a complex system that simultaneously
reflects and constructs reality." The activity of composition not only means creation of
"artifacts," it includes an aspect of activity that results in "personal" invention and
disclosure, the qualities of which are also recognizable in web-based texts (p. 260).
Using this last text as a way of reading what is missing in pedagogy, as illustrated
in the previous four, there would seem to be a need for a much more explicit commitment
to focus on the strategies of invention that are necessary for creative literacy. This would
also signal an intent to be more forthcoming about risks and ethical constraints that are
bound up in the move to on-line pedagogy.

Conferences
In the following section, I review three conferences in the period 1999-2000
which took place in Japan. The first two were annual JALT-CALL Sig conferences, the
first held at Kyoto Sangyo University in May 1999 and the second held at Tokyo
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University of Technology in June 2000. The third was held in November 1999 by NIME,
the National Institute for Multimedia Education, a government-funded institute
promoting the use of multimedia in higher education in Japan. NIME is located in
Makuhari, Chiba and conducts a number of different projects in addition to those focused
on teaching and research with multimedia.
The JALT-CALL Sig comprised 274 members as of February 1999, many of
them university professors. The first conference in Kyoto had an attendance of about 250
individuals while the second one in Tokyo was slightly smaller. Each of these
universities has more than ten computer classrooms, most of them very new facilities (in
the first or second year of use). The 1999 conference had 99 scheduled presentations,
while the 2000 conference had 62. Many of the presentations were oriented toward
hands-on demonstrations of programs or sofhvare applications. At the 2000 conference
the presentations were even divided into three categories, newbie, user and poweruser.
Mixed in with the numerous practical concerns for teaching and learning, there
are presentations that address wider issues, theory, evaluation, and the integration of
older technologies such as language labs with computers, some of which were published
in the 1999 conference proceedings (Lewis, 2000). The 2000 conference continues this
pattern. There are only a few papers that try to bridge the gap between actual practices
and what they entail in association in educational contexts and concerns, Japanese
universities, EFL, professional development, for example. Geffon (2000) addresses the
"risks of the internet" with a set of guidelines for acceptable use policy and security
measures. His teaching setting at a girls' high school may be an important factor that has
led him to promote research on these themes, since the risks of meeting strangers on the
internet is usually referenced to stalking and predatory dating practice. In any case, it is
an example of the kind of research that I had trouble locating any substantial theme at
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these conferences.
In contrast to the JALT conferences was the conference at NIME, "Roadblocks on
the Information Highway." Consisting of only 12 presentations, the conference was
attended by 127 individuals, university professors, researchers, and an occasional
Journalist and company executive. The wealth of background information provided by
several of the presentations has already been utilized in the literature review, however
what was perhaps most applicable to the rest of the research reported here were the
papers of a faculty member making efforts to utilize the internet at his university (Slater,
1999); of a faculty who became involved in the technical administrative details (Ando,
1999); or of those who are heavily involved with computer resources through faculty
development (Swire, 1999) or as webmasters (Pogosyan, 1999).
Some of the broad themes that run through these papers are the bureaucratic
inflexibility that keeps more Japanese faculty from utilizing computers that are purchased
and put into use. This can be identified as linked either to a computer "lockdown"
mentality (preventing as little alteration in basic configurations as possible to minimize
problems. Slater, 1999) or to difficulties in hiring, training, integrating, and retaining
competent professionals for staffing positions. Japanese universities tend to hire
administrators as general staff and these personnel move throughout different
departments in the university every four years or so, making it difficult for anyone to
acquire specialized expertise. Hence universities tend to rely on volunteers who are
unable to keep up with software, security, updates, and problems. Moreover the policies
of renting computer equipment in 4 or 5 year leases is set by Monbukagusho for national
universities, and common in private universities as well (Ando, 1999).
That a conference of this sort would be sponsored by a national institute, is
evidence, however, that the problems are at least being recognized. It is no coincidence
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that the timing also corresponds with the budding realization that problems of training
public school teachers to teach the new computer courses in high school in 2003 become
more acute as the date approaches.
The question remains however as to why the teachers' conferences (JALT) focus
on the possibilities of what can be done, while this conference places the kinds of
teaching in the larger context of ongoing struggles in universities, much as I have tried to
in this research. I think there is ample evidence from the interview data that many of the
problems discussed at the NIME conference have indeed been recognized by those who
are using computers in their teaching. There were many descriptive and astute analytic
comments from the various respondents as I have shown in the data above. Why then are
there few presentations or papers on these themes at professional teachers' conferences?
The first obvious explanation I believe would have to be that as early innovators,
many at the JALT conferences feel the need to promote computer environments for
teaching and learning. They accrue benefits as expertise is established and they come to
be known as the professionals who are engaged in bridging the gap between language
teaching and computers, much as the discussion in DeWitt's (2001) overview of
composition and computers in the U.S. shows. A second obvious explanation is that
computers are developing so quickly that the range of possibilities can seem
overwhelming and therefore evaluation tends to trail far behind, to say nothing of
pursuing critical perspectives. These two explanations can provide a lot of answers.
However I think a third explanation, drawing on the concepts of risk outlined in Chapters
3 and 4, may provide more insight and in the next two sections I will outline this
argument at the same time as addressing the research questions 4 and 5.
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Discussion gf Findings
In this part of the chapter I want to discuss the findings more generally with
regard to my fourth research question which is restated here:

4) How do teachers see the wider influences of computing on their students, on
the universities they teach in and on the language teaching profession in Japan?

In particular, I will focus on the categories of professional relations,
individualization, and employment. There is a quite a lot that can be said about all three
of these categories. To begin with the category of professional relations, it seems safe to
say that the divisions that have existed among faculty staff in most Japanese universities
are increasingly seen as obstructing the possibilities for change. This was apparent in the
interview data as shown above. Given the employment uncertainty that is likely to
continue into the near future, anything resembling a consensus (other than a common
cause for 'survivial') on how to overcome these divisions may be difficult to bring about.
The best that could be hoped for would be, I argue, more engagement across the
boundaries. One could at least envisage a hopeful role for technology in that it could
prime the way for deeper communication, albeit targeted to very specific issues. The
threat of distance education also provides an opportunity for those eager to make use of
it, to open the closed aspects of professional association since there will be undoubtedly
more pressure on Japanese universities to provide this type of education. One has only to
think about the other possible growth area of students (in addition to foreign students,
there have been calls for providing more possibilities for retuming and non-traditional
students) to realize that the walls that separate faculty, within institutions and without, are
not fixed but able to be changed. A strategic response can only accomplish so much as a
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bulwark in maintaining the unhealthy power politics that dominates many universities.
How ethical responses can be used is beyond the scope of discussion here but it is an
option which should be considered.
This leads to the even more difficult problem of employment. On this question, I
think teachers can use mostly only speculation, but the notion that students are educated
for futures in companies is surely one that is overdue for deconstruction. This is not to
suggest that all skills of computing and English become obsolete by de-linking them to
company employment. Probably, it could be argued that they become more necessary.
However, I think the notion expressed by several respondents that students need to learn
critical skills of evaluating information is one that is missed by the heavy focus on
employment futures in nearly all respondents' answers. Just as lacking as the focus on
critical skills is a vision of what it is to be a member of a democratic society. Again this
goes far beyond the research of this study, but it is one that seems worth promoting at all
levels of education, particularly universities where small groups of educators can find the
space and resources to promote such education.
The final category, individualization, offers the greatest challenge. It is clear from
much of the interview data and from my own teaching that the greatest risk stems from
the isolating aspects of individualization that can develop in teaching and leaming with
computers. Here I think it is necessary to make an explicit connection with an ethics of
risk since the data suggest that many teachers are concerned about these phenomena.
It is possible to promote certain kinds of emphases on individualization that do
not lead away from the social. This requires an explicit examination of the positives and
negatives of teaching with computers. I do not think this study suggests that any of the
teachers have come up with ideal solutions; the solutions must be reworked in light of
observations and experiences specifically tied to the contexts in which they take place.
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How time and resources are to be budgeted is a very important problem. In the course
which I taught, there was so much to do, that in the end I believe I was unable to
concentrate on these 'details' to the degree that would make a difference. In other words,
though recognizing that the classroom needs specific interventions to bring the social
back into perspective, I regret that I was unable to do more. It becomes the de facto to let
the course run on autopilot, students access their files or the internet and the teacher
troubleshoots. Design must certainly enter into this discussion at some point; but how
many teachers have the time or energy (or power) to effect change at this level?
Taken singly the data sources point in different directions. The information
gathered in the interviews establishes the diversity and breadth of opinion of a small but
well-versed group of English language educators who are using computers in their
teaching. They articulate concerns that cut across a range of dimensions, some with
notable precision (e.g. the discussions of design for example) and others that appear more
as taken for granted (e.g. employment futures). The point that clearly is worth making is
that there is less separation between theory and practice is often assumed regarding
teachers' knowledge. It is important to reiterate that this group of individuals may be
somewhat more interested in these questions than other English language teachers in
Japanese universities for a variety of reasons. First they are innovators in a sense since
teaching with computers is still far from the norm in Japanese universities. Second, they
may have a more privileged status, in terms of both education and employment than the
average English language teacher in Japanese universities, even those who are full-time
(since many are permanent, compared to contractual, employees). The questions of
status within what is categorized as the language teaching profession of university
personnel is an important one but about which it is impossible to do more than speculate
here since the data set is just too small.
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My own journal entries call attention to the difficulty of placing the many
phenomena of teaching in computer classrooms into larger contexts. It is possible given
the resolve and interest (as confirmed by the interview data as well) but it takes some
attention to multifarious detailed observations. I believe the analysis of the textbooks
highlights the problems of using computers without taking the time to analyze this
complexity. The authors of the 1983 text can be forgiven for not addressing concerns
regarding what I have called risks in Chapter 4 but the three ESL/EFL texts seem to be
promoting in various a rush to use with less thought as to the balancing of pedagogical
(strategic or ethical) dimensions (this is less true for Grant and Silva, 1999 as I have
shown above).
Similarly, the comparison of the conference themes and interests shows a wide
variance, some of which must be explained by different audiences and purposes. The
question is not so much why there was little or no focus on teaching and learning at the
NIME conference (since the orientation was specifically away from such focus) but why
there is so little focus on problems, impediments and risks at the JALT conferences, in
which presenters are able to be accepted on a range of topics. This is where I tliink the
use of the concept of risk can highlight some of the gaps, both in what is being discussed
and what is not.

Discussion of Risk a.s a Heuristic

In this section I want to address the fifth research question. It is restated here:

5) How well are the apparent ambivalences in the pattern of responses analyzed by the
concept of risk and the risk society?

259

As already discussed in the last section, I believe that risk is useful to explain a lot
of the issues related to computers and language teaching. In the conclusion, I extend this
analysis to a more general discussion of education and education reform. Here, I want to
specifically indicate in more detail how risk may be used both analytically and to
formulate better understandings of the disciplines, contexts, and teaching and learning
described in this research.
The way many of these issues of teaching language with computers were
described by the respondents does not necessarily lead to a direct linkage to the risk
concepts as I have outlined them throughout Chapters 3 and 4. 1 am using the concept of
risk, because I see the ambivalence that spread across the pattern of responses as linked
by considerations of the possibilities for change but also by the difficulties of arriving at
suitable arrangements. Moreover in the context of the impending changes that are
affecting Japanese universities, risk seems to be an eminently useful category to
understand these hopeful and skeptical analyses. Risk itself however is not the primary
coalescence around which these issues come to be understood. Rather there is a
fluctuation between what 1 have called strategies or ethics. Strategies work from the
position of trying to formulate ongoing solutions to problems that arise as the result of
changes engendered by using computers for teaching. Ethics, in contrast, start from the
outside and try to mobilize for conditions or against constraints by which we can
understand how these changes may proceed.
I have been using the analysis in this section to attempt to understand how both
strategies and ethics are used to understand new problems of teaching with computers.
Following the discussion in Chapter 3,1 have suggested that it makes little sense to use
an either/or perspective. That is neither an ethical approach to risk (as represented in the
work of Beck and other risk society theorists), not a strategic approach (as represented by
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the governmental authors), is able to fully elucidate the types of responses to risks that
arise from using computers for teaching. Both perspectives are necessary at different
junctures to further pry open the set of issues that relate each of the domains that I have
identified above in the interview data.
I am suggesting that the tool of risk as strategies has not been extended enough in
the direction of professional relations while the tool of risk as ethics has similarly not
been extended very far in the direction of employment futures or individualization.
Design is also a problematic case as, in its standard conception it is usually visualized as
strategic, i.e. building structures that allow for human development and potential.
However at its core, an ethical component can be visualized as well since design can be
oriented toward efficiency or it can be oriented toward quality, interaction, or fidelity
(ideally both dimensions will be accounted for even if its less clear what the second
dimension should be called). Therefore, I would propose one more change to the
diagram as illustrated in Figure 6.4. In this alteration, we can see an adjustment that
allows for a much more flexible view of computers since the design aspect is put back
into the central conception. I also believe that by adding a measure of uncertainty the
dynamic interplay of the computer, design and factors beyond our control can be
illustrated.
For example this would allow us to understand that the mobile telephone may
eventually win out in the design function that becomes the most ubiquitous for computing
among young people. Another example might relate to the problem of losing data as
mentioned by Teacher #3. While there may be many kinds of designs for teaching and
learning that could minimize this kind of risk, it still is impossible to guarantee that it
won't happen.
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Figure 6;4 Incorporating Design and Uncertainty into the Computer

Nonetheless I hesitate to suggest the model of risk as an ultimate solution to the
problem of understanding all the phenomena of teaching with computers. A fimdamental
prerequisite for using risk would be that the necessary reflexivity exists among those
involved so that the issues can be addressed with recourse to knowledge about them. A
much more cynical response is possible and that is one that has been apparent in some of
the critiques of Beck's work; that the structural impediments can be maintained with
simple tinkering of partial strategies. The fa9ade is given a facelift but the internal
dynamics of reflexive unreflexivity prevent any deeper change. But to address this
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question it is important to ask if Japan is or can be a risk society, which I do in the
conclusion.
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Chapter 7
CONCLUSION

fntroducti'on

In the concluding chapter, I will first review the findings with respect to the data I
have analyzed. I will then discuss the utility and implications of this research for some of
the various questions of education and reform that I reviewed in earlier chapters. Next, I
will suggest some of the limitations of this study and follow that with a discussion of
some of the possibilities for further study. I will briefly suggest some implications for
teacher preparation with regard to computing. Finally, I will discuss a few problems that
have remained in the background with regard to the implication of Japan as a risk society.

Review of Findings
In this research, I set out to investigate how Japanese university English teachers'
theories and beliefs about their use of computers for teaching is mutually constituting.
The primary research consisted of fourteen in-depth interviews (expanding from a core
sample of nine teachers who all taught in the same program) as well as a journal of my
own teaching over two years in a computer classroom. Analysis of the interviews
provided a grouping of the common themes; purposes of language teaching, design,
professional relations, employment futures, motivation, individualization, and ethics.
While analyzing the data, motivation and ethics were seen to more adequately describe
internal dimensions of more than one of the other categories so they were assigned a
status as intermediating concepts. Upon further analysis, it also became clear that design
was even more central and had an important role to play in the understanding of how
computing uses and users are actualized. Design was placed in the middle with a degree
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of uncertainty against which it and computers were felt to be identifiable as objects of
study, use and research. In other words, design and the computer are bound together
within limits of our ability to understand what they are. There are some aspects that
computing and design that simply remain out of the range of understanding and must be
factored in as such. We can not know whether, even given a good design, the computer
will continue to exist as a box on a desk. The research in this paper has primarily focused
on computing, predicated on the assumption of a desktop computer for the most part and
an assumption of the paradigm of one student for one computer (as so well elaborated by
Teacher #5 in Chapter 6). It should be noted as a caveat that the fact that these types of
classrooms happen to be ascendant at present based on a model of the "lab," says less
about other kinds of teaching indifferent computing contexts. In other words, such an
assumption may become less defining as mobile telephones and other computing devices
and paradigms come into competition with the box on the desk. Even inlaid monitors
would go a long way to changing some of the strategic and ethical considerations that
were discussed in the last chapter. As one teacher said;
There is so much more that could be done with design that is not being done. A simple
thing like setting the monitors into the desk so that the students could easily interact with
each other and if they are doing other activities, the computers aren't a distraction. What
I would really like to see in the future is computer classrooms that are not called
computer classrooms. They are just classrooms that have happen to have computers in
them. But are used for a variety of purposes. Right now partly because of the cost of
computers they are in only a limited number of locations ... (T14, 2:li)
The data in this study point to the problems of trying to understand what
computing means for teaching and learning. While the interview data show clearly that
teachers who are presently using computers in their teaching see great potential for
computers and the teaching of English with computers, they also see a number of
shortcomings. It would be easy to suggest that these ail spring from the failure of designs
to fully harmonize the teaching and learning in an open and accessible environment.
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Rooms in which teaching and learning could take place with or without the computers
would allow the kind of "in-between" practices (TIO) that hold promise to be considered.
However, I have also argued that a more explicit focus on the ethical and strategic
dimension of the various problems related to using computing has potential for a
promoting understanding, discussion and action about the risks of computing.
I think the data from the interviews point to another important way of looking at
computers and education and I have suggested that an analysis can proceed by utilizing
the concepts of risk as ethics and risk as strategy. In reviewing the literature on
technology and education in Chapter 2,1 attempted to show that the use of technology in
relation to education has continuously been fuzzy at best. I attempted to show with
discussions of educational technology, new literacies, CALL, and changing education by
using technology, that there is and continues to be a fundamental inability to defme what
the technology is and does in the relationship. Moreover, by the time a suitable
description is arrived at, the technology has permutated or become naturalized as part of
the background. The latter can best be described as the disappearance of technology. In
Chapter 3,1 explored the concepts of risk, both of the risk society authors and those who
use a governmental approach to trace the development of risk. I suggested that an
approach, drawing on both streams of thought has been suggested as possible by multiple
authors (Culpitt, 1999; Dean, 1999; Ericson and Haggerty, 1997; Turner, 1997; but cf
O'Malley, 1999). While it certainly oversimplifies much of the more sophisticated
theoretical background of different and overlapping research, I suggested that the two
approaches may be seen respectively as ethics and strategies.
In Chapter 4,1 turned to a discussion of educational reform in both the U.S and
Japan, tracing the current policies to seminal reform efforts in each country in the 1980s.
While the ostensible goals were very different, the threat of competition, the risk of
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falling behind, and the possibility of the collapse of social order was used in analogous
ways in both countries. An ethical call to arms was presented by the conservative
administrations of both the U.S and Japan at the time as the proper response, a
mobilization of forces to reform education. In terms of strategies, a similar focus on
individualization was apparent, although a slight divergence can be seen here.
Simplifying, in the U.S., the overall role of the individual student is presumed to be to
accept responsibility for measuring up to standards, while in Japan the role of the
individual has been to be internationalize, while at the same time understand more deeply
what it is to be a Japanese. Educational policies in Japan have promoted an opening up
of individual potentials, by allowing more choice and diversity in the educational system;
however such choice must not be taken to mean that rejecting central nationalistic values
like the school entrance and graduation ceremonies involving the national flag and
anthem is to be allowed (Aspinall and Cave;2001).
A question that is well worth exploring, but was not addressed further in this
research is the degree to which such different goals are really part of a general worldwide
trend toward a different type of devolved government. For many years now, deregulation
has been a constant topic of discussion as a possibility for reforming the Japanese polity
and has even been given a prominent place in the strategic vision of e-Japan.
It may be much harder to make a case for the development of the enterprising self
(Rose: 1996) in the case of Japan, but there are indications that the Japanese government
would like citizens to move in the direction of entrepreneurial activity as discussed
briefly in Chapter 4. And certainly the guidance of university reform has been taken with
the similar themes of diversification and specialization.
An ethics of competitive and economic mobilization utilizing the strategies of
fostering entrepreneurial spirit, individual initiative, and freedom to choose is the

267

dynamic appeal through which calls and policies for educational reform must be viewed.
Educational professionals, like any others, make trade-offs to fit in with the
prevailing trends that affect their organizations. However, rather than passively
reflecting the overall notions of risk that can be seen in policy statements and government
strategies, teachers and researchers seek to fit new tools of pedagogy into their prior
frameworks of understanding. The resultant clashes in those frameworks open the
possibility for considering the deeper implications of ICTs and educational practice.
Neither are the definitions and materializations of the technology fixed, as I have argued
throughout and emphasized by making design and uncertainty important aspects of what
the computer is. The frameworks for understanding, utilizing ethics and strategies,
exhibit open-endedness in both directions. The definitions of each of the dimensions
identified in the research can be dialectically related to the central notions of computing
design, and uncertainty, but mediated through the categories of ethics and strategies. By
using the concept of risk I have attempted to show how both categories are available to
analyze both the positives and negatives of teaching with computers. Neither is
presumed to be better suited as explanatory tools, however it may be that in certain cases
there is an abundance of one of the categories (often strategies) and a relative lack of the
other.
In other words, the domains of ethics and strategies tend to be organized towards
different dimensions of processes in the interplay between computing and education.
This appears to be the case even though the data in this study illustrate that many teachers
are theorizing implications in a more general sense at both ethical and strategic levels.
In the absence of a larger set of data, however, it is difficult to draw any broader
conclusions as to the strength of association between these dimensions and either a
strategic or an ethical component of risk in the analyses of the respondents.
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Looking at the alternative approaches to risk, I think it can be argued that for
Beck it is an important, if problematic, part of the development of reflexivity that ethical
awareness be awakened and mobilized. It is problematic because. Beck notes, there is
not a straight-line path to reflexivity, as the side-effects of the risk society open up the
possibilities for greater not less uncertainty as to how to proceed. Thus as his pithy
phrase that ethics "comes along too late, trailing behind, its point of view that of an alien
world" (1995:504) suggests, an ethical and strategic view of institutional reform need to
be harnessed together. However it is also clear that his work can be read as largely based
on an ethical appeal for a new conscientization of the role of risk in reforming institutions
from without. The difficulty in developing a coherent rationale for the activities of
education with respect to ICTs is predicated on their continuous permutation into the next
'tool.'
In contrast, the governmental authors, following Foucault, are rather negative
about the notion of ethics from the start. It is only in analysis of the techniques and
strategies of power that the possibilities that things could be different can be discerned.
In a sense this is a focus on strategy with a moral suspension. This does not however
imply an immorality or a lack of political commitment. A focus on strategies allows for
explication of the two-fold logic of governing practices and then comparing the stated
aims and rationalities and their actualizations and locating the disjunctures (Dean,
1999:72).
Given that those involved in education are encouraged to participate in the
reforming of education according to the needs of those in business and at the behest of
governments, reflection on the goals of risk-producing educational practice seems
unavoidable. The results of the interview data suggest that given the time and
opportunity to reflect, teachers who are using computers are quite capable of seeing the
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bigger picture. The degree to which this is true of all the dimensions of the study is the
more questionable result. The dimensions of employment futures seem to be partly
resistant to a broader understanding, one that includes an ethical component. But this is
not necessarily so surprising since the ftiture of employment is so widely contested with
the best assessments seeming to all point in the direction of increased flexibility of labor
and labor practices. How does one educate students in the art of flexibility? In this
respect, computers seem to have great potential, as many in the research stated, since they
represent the embodiment of flexibility of knowledge, resources, and quick permutations.
They do not simply lead to a focus on process-based learning; they are process elevated
to a ontological status. The degree that this calls into question a focus on increased skills
is one that seems in need of opening up as a point of contention among educators.
Several of the respondents did, af^er all, mention the need for critical skills in
understanding information, while others mentioned in various ways the questionable
authenticity of information found on the internet.
Similarly, in the discussion of individualization, the range of discussion does not
seem to reflect the broad basis of ethical concerns to dissect the multiple and contingent
notions of the individual. For while it appears that there are numerous examples of the
dynamic of individual students being able to focus on interests and target their own
abilities, a concomitant focus on what this does for the organization of learning either is
expressed as dissatisfaction about students' isolation or decline of teachers' roles. The
fact that Japanese have been burdened for years by imposition of group standards (not
least in educational practices) may mean that an ethics of involvement is more difHcult to
articulate. This highlights one of the central paradoxes of calls for focus on diversity,
individuality and creativity. But as Roesgaard (1998) has argued, what really was meant
by "individual" in the reform initiatives starting in the 1980s was a relational type of
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individual, one that may have some freedom in choosing but was still structured within
the institutional norms. Institutions as well were encouraged to promote liberalization
but within the limits of their own structures and systems. From this perspective computer
classes in education can be viewed as following a trend towards encouraging some
choices but not threatening the basic patterns of control. As educational processes are
refined to encourage these developments, how does the notion of a centralized pedagogy
struggle to retain its power to control, coerce, and enforce? This is a question about
which it is difficult to draw any conclusions, other than to say it seemed to come up in
multiple forms throughout the interviews and in my own teaching. Teachers recognize
the limits to which pedagogy can devolve in the use of computers and still be considered
a course in the traditional sense. Some of the teachers were concerned about the risks to
their roles (control), some were worried about the decline in human contact, some were
concemed about what students were doing with the extra choice and freedom
(multitasking), and others were seen experimenting with different forms of relational
power (quizzes on-line, more one-to-one interaction, and so on). All of these
observations reveal that further study of this particular category would be useful in
exploring what it means to conclude individual needs and choices are more likely to be
encouraged in computer classrooms.
In contrast, the dimension of professional relations seems to be one that is more
often addressed in ethical terms. If the boundaries between the different groups that
cohabit in Japanese universities are really being drawn together in a comportment toward
the risk of the future, why is there so little evidence of strategic interaction? It could be,
of course, that in simply asking questions about computing, little of this strategic
interactions shows through. Or since a majority of those interviewed were non-Japanese,
they tended to look at the field of computing as a kind of reform from the outside.
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However it is also the case that most of the respondents are and have been employed in
full-time positions for more than a few years. An useful follow up to this research would
be to see if there is a correlation between length of time at a particular institution and the
degree to which professional relations are seen as valued or not.

Limitations of This Study

The first important limitation of this study was noted already in Chapter 5 and that
is the explicit bracketing of focus on students and their uses of technology. It has been
noted in many contexts that the consumption of technology is just as important as the
productive aspects. In one respect, this research attempted to account for consumption by
looking at what teachers beliefs and opinions about computers and their use in education
could tell us about the overall picture. However this is far from complete. As already
noted in Chapter I, a significant portion of internet access by young people is through
their mobile telephones. It is just such an example that shows how technologies can
always be manipulated in consumption patterns which few could have foreseen even a
decade ago. It is a good question as to whether the youth in Japan may decide that they
do not need computers at all in their homes, as their ubiquitous presence in schools,
libraries, and workplaces allows people to use computers in those contexts, while email
and other forms of computing find greater utilization through mobile telephones. It is not
uncommon to walk through a major Japanese city these days and see many youth with
their heads down, more or less oblivious to their surroundings, looking at their phone
screens.
Another limitation of this study is that I did not explicitly research the concept of
risk in the empirical study. For example, I did not ask my respondents about risk
directly. As the development of the research progressed from my pilot study, the
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question of ethics became more central. As already discussed, I was surprised by the
lack of comments and discussion of ethical concerns and therefore decided to inquire
specifically about ethics in the interviews analyzed in Chapter 6. A set of questions about
ethics or a typology that targeted different kinds of ethical problems may have been more
useful in analyzing the variation in responses and the degree to which a given respondent
considers risk either ethical or strategic. And were I to conduct the interviews now I
would want to ask about risk and risk perceptions.
Another limitation of this study is that the balance between risk as ethical
response or risk as strategic response is not as yet well articulated. In what kinds of
contexts and what kinds of situations are ethical responses feasible and workable? Are
some kinds of strategies also ethical approaches? This can only be formulated as a
question at this point since the notion of risk is one that needs to be more explicitly
targeted in future research. I have argued throughout that the concept of risk opens up
useful ways of looking at the relations between computers, education and the problems of
reform. This set of relationships has not been empirically shown to be the only way of
looking at the intersections of this issues; it is suggested as a way that opens discussion of
two dimensions of responding to disjunctures caused by change, one that is ethical and
one that is strategic. There may be more ways than these two. With more research, a
better refinement of this model can be constructed and more specific types of proposals
for pedagogy could be suggested.

Suggestions for Further Study

Based on the first limitation of this study, I would definitely propose to study how
students in Japan are appropriating and using computer technology. However more than
this, I think that a carefiilly targeted research linking the kinds of employment and the
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kinds of skills that have either prepared them well or badly would be of high utility.
Japan, like other nations, faces uncertainties about the future, which are amplified
in discussions of education. However at least one cause of uncertainty is just a little
clearer with regard to an important variable, namely the graying of society. The
projections of the aging of population that will occur in Japan over the next 20 years can
be said to constitute a risk as the working and taxable population becomes ever smaller in
relation to the total. This creates a double risk for Japanese higher education as the size
of the student population declines while the pressure to comprehensively educate the
work force of tomorrow is used as a governmental tool to discipline the universities in
their missions. Rankings of Japanese universities (in informally circulated white papers
and in annual publications that are compiled for the popular market) in relation to their
computing resources are increasingly common and universities find themselves making
decisions about large computerized facilities to balance their institutional prestige
portfolio.
Further research regarding the comparative decisions of various universities about
computer facilities would help to make clear where and how the economy of computer
investment and deployment takes place. There are cases of enormous waste and
underutilization of certain facilities but of course this is hard to document, as it can be
potentially embarrassing.
While the teaching of English in Japanese universities had stabilized in the past 20
years between a literature and grammar translation core, mostly taught by Japanese and a
communicative core, mostly taught by non-Japanese, the use of computers may add a
new potentially destabilizing element to this bifurcated status quo. Another important
direction of future study would be to look at ways that a new pedagogical discipline does
grow up around the teaching of internet writing and reading as DeWitt (2001) has
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proposed for composition studies.
Since the Japanese government has committed itself to the promotion of
information technology, it is only now that the implications for teacher preparation are
starting to be addressed (Koyama, 2001). While it is often unwise to read too much into
curricular guidelines, the divisions in the three "information" (A, B, and C; MOE, 1999)
courses for public high school students suggests little forethought for what actually will
take place in educational process and tangible teaching and leaming. As noted in Chapter
4, there is only passing reference to the social aspects of technology. How therefore the
risks of computer education will be articulated bears watching. This is another
significant avenue for further research in the coming several years.

The Risk Society and Japan

Throughout this research I have asked myself if Japan is a risk society. There do
not seem to be any clear answers to this question although others have already begun
asking it. Clammer (2001) argues that Japan can not be called a risk society because the
avoidance of risky knowledge is strictly filtered by government bureaucracies like
Monbukagushou. This prevents the kinds of individualization and reflexivity that Beck
and Giddens suggest are developing, at least in specific countries of Western Europe. 1
think he possibly underestimates the changes that are occurring with employment
patterns that, I argue, will produce individualization, but this moves into the realm of
speculation and needs specific research on young people and their employment
opportunities.
There is another long and complex discussion which I have largely avoided in this
dissertation about the place of Japan in the world, the nature of identity in Japanese
modernity, and the degree that Japan is a modem society or something else. 1 can not
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discuss these ideas without adding another chapter to this dissertation but it would be
remiss not to indicate to the reader the existence of a long discussion of these questions in
the work of Maruyama Masao, Kato Shuichi, and Miyoshi Masao, among others.
Miyoshi (1991), for example, has focused on the lack of a Japanese equivalent to the
notion of identity in English, although shutaisei (subjectivity or independence) is
sometimes substituted. When writer Oe Kenzaburo was awarded the Nobel Prize for
literature in 1994, his speech, "Ambiguous Japan and Myself," addressed some of these
troubling questions that many Japanese intellectuals have written about in the last 50
years. It may be argued that the development of the concept of risk in Japan is also
thwarted not only by the familiarity with natural hazard (earthquakes, for example) but
also by the "uncertainty of the self," (Tamamoto, 1999). In other words, there is no
dearth of risk or even perception of risk in Japan, but the desire to treat risk in a thorough
examination of the root causes and phenomena is lacking, due to deeper unresolved
questions in the national identity. A question that may be asked in the context of the
Japanese dilemma of dealing with the future is the degree to which the exfoliation of risk
for treatment by technical apparatchiks is also a risk that will eventually induce the side
effects that Beck has alluded to so frequently. Will the introduction of computers in
compulsory education, for example, be manageable with the same strategic control that
authors like McVeigh (1998, 2000) argue characterizes the bureaucratic educational
administration of schooling in Japan?
In another sphere, I believe that the name change of the ministry that is
responsible for education, Monbukagakmhou, is an indication that the links between
knowledge and science are not only focused on the need for creative knowledge
construction, and experimentation in Japan but also the need to control that
experimentation. This in and of itself should not be too surprising. However it does
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suggest the delicate balance that the government is looking for in trying to spark research
but at the same time trying to limit side effects.
What other evidence is there that Japan is a risk society? The recent discovery of
the first cases of mad cow disease could be suggested as evidence. However it is not
simply the appearance of risky phenomena which develops a generalized reflexivity of
risk but also a degree of acceptance of risk as providing explanatory utility. There has
been a long discussion, one that I have avoided replicating here, about the degree to
which Japan is a modem or democratic society. Similarly there has been a long
discussion of the nature of the dependent post-war political relationship with the U.S. A
longer discussion of the nature of educational reform in Japan in the 1980s could have
investigated the manner in which Nakasone was also attempting to create a break with
this dependence, this being the source of at least one of the inspirations for the focus on
internationalization with a Japanese consciousness.
One can definitely argue, as Clammer does, that there are fundamental blocks
from Japan becoming a society that openly accepts the risks of its own future
development while continuing in "constructing a culturalist and ... essentialist view" (p.
41) of itself that it markets to its own citizens and the rest of the world. However I am
willing to wager that the ethical background of these strategic views becomes more
untenable over time. In any case, it is usually pointless to try to predict the future. I am
suggesting only that the development of risk is more likely to occur as partial explanation
compared to a simple continuation of the status quo. By utilizing risk as a category of
analysis, explicitly stated goals about what education is and should be for can be viewed
more clearly seen as alternatives in the face of the stultifying rhetoric of permanent
reform of higher education.
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Concluding Statement
At this point in time, I think that the concept of risk does offer a hopeful
perspective. But, as always, it is unclear how negative the situation needs to become
before those involved in teaching choose to make the changes in the way they view the
possibilities of education and its foundation for making a better tomorrow. There is
always the answer that this is demanding too much from teachers who are paid to provide
targeted skills. But 1 think the interview data provides clear evidence that many are
developing critical evaluative stances toward the use of technology, even as they continue
to find worthwhile purposes for using it.
Dryzek (1997) in a preface to his book on environmental discourses concludes
with an allusion to Beck's Risk Society, a book which ultimately has influenced the
environmental debate in important ways, even if there is less agreement on any
constructive solutions. In Beck's (1992, p. 15) own preface, he romantically conjures up
the image of the Stamberger See, a large lake in Bavaria where he wrote most of his
book, and suggests that readers might see his text in that "light." Dryzek (1997, p. viii),
in obvious parody, writes, "I wrote most of this book overlooking a garbage dump; one
day soon it will be a park."
I would like to conjure up a different image, partly as explanation but also as
extension. As I began to write this dissertation, I was on leave from my university in
Japan, spending a year in the U.S. I wrote most of this, buried in papers in a small room
in the library at my university, overlooking the new (old) war.
It has been an extraordinary time, in which the risks of acting and not acting in
world politics have been debated in public but with nothing like the kind of full and open
explanations of the consequences that I, or many others, assume, naively I admit, to be
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part and parcel of a heterogeneous democratic polity. It is also, no doubt, premature to
pass anything but provisional judgment on any of these events, but it certainly is the case
that disappointment over the improbability of complex understandings of risk leads me to
a little more skepticism regarding the notion of continuum of risk societies in the modem
or developed world however it is phrased. The more so for a polity such as Japan, which
has struggled with its role in the modem world, emerging rather uncertainly only in the
late 1980s from the influence of a obsession to catch up with the West (Tamamoto,
1999).
There is no ready-made answer to an even more pressing set of problems than
those that beset the future of Japanese universities and English language teaching's place
in that system. Root causes are even more subject to protracted disagreement and, it is
probably safe to predict, will be for some time. However would not another course of
explication be to come to grips with what we have invested in and with technology and
look at the problems of the way risk has been built into the systematic requirements for
strategic responses?
Like Dryzek's dump, a resolution utilizing ethical considerations need not
overlook the way compromises are built on top of messy and temporary practices that
result out of risk. Playing with the technology is the strategy that has led to some of the
most useful ideas for the teachers I interviewed. However at another level, there are
realizations that certain choices create new constraints which require work and
commitment towards what I call an ethics of risk. There are many unanswered questions
about how we might come to know what is included in such an ethics, but without asking
the questions we are likely to continue more or less unreflexively and strategically
(within a closed context) reacting to the next technical arrangements without
understanding the multitude of ways of balancing competing priorities and ideals.
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Appendices
Note: Appendices A. 1-14 correspond with interview respondents as numbered in Table
6.1 and discussed throughout Chapter 6. The interview questions for the responses in
these appendices are in Appendix B.2.
Appendix A.l
Ql:5
That's my goal for speaking and in a sense for writing, to show them, especially
using computers, that their fluency can develop and that especially for writing, I should
mention, one of my goals as a teacher is to develop their ability at self expression, their
sense of self
Ql:6
I mean a group of us tried to get - change the layout and I won't go into it - it's a
long story but in fact they did it. So, we have one row against the left wall, one row
against the right wall and then an island in the middle with students, the computers are
back to back. So that the teacher can walk in a U-shape. It takes less space than the
former, even though they screamed, you know, it was going to take more space. There is
a enough room to put a big table in the front if I wanted to for group work. And the -1
can walk down and see everybody's screen. Students can just swivel and make little
groups.
Q2:2
Well, first the very basic point that students come to my class partly because they
want to become more familiar with computers. The second year seminar is a choice and
well some years it is overflowing, other years some students come - it's a second choice.
But I think many, most students - for most students that is a plus. They think they are
going to learn more about using computers and they do. They do.
Q2:7
But, I think that students today are really capable of doing different things at the
same time and Sherry Turkle, one of her articles said in fact these are the people that we
- people who can't do that are not going to be of any use in the future so when you see
somebody reading, talking on the telephone, you know, and listening with an ear piece.
Or you see people, they figured out that the computers at school will play their CD, CDs.
So they bring their earphones and their favorite CD, they plug it in, and while they are
listening to their music they are doing their e-mail and so on. I think this is very exciting
but my brain is never going to be able to handle this, but to make students sensitive to
that possibility and to show them the computer is kind of a gate to the secret garden here
where there are all kinds, lots of new ways of looking at things. Yeah, that is very
exciting. I am not sure that it can be taught by anybody over 40 though.
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Q2:8
It just happens that the kinds of courses I am teaching - but one of my suggested
topics next year will be choose an internet site you like and describe it. You know, which
they can do right - right in class. And there is my idea I am going to teach them how to
save a text file and how to, you know, copy and paste in order to be able to quote little
bits from it.
Q. Right.
A. But in doing that then of course we have copyright problems and these issues. So
those - well the first issue for me is harassment. Since, at [university] I teach women. So
I am very concerned about that. And I am worried about students just signing up for any
kind of chat group and so on. The ones that my colleagues use are made for ESL
students and they're fairly - Dave's Cafe ESL one and the Schmooze University.
Schmooze especially is very carefully monitored by a group of teachers and the student
lists - which is not real time. Those two are monitored. And - but on the student's list,
you know the students often exchange their addresses. And then they can start writing to
each other privately. So, I am concerned about that.

Appendix A.2
Ql;4
And so that was kind of whatever I wanted to do and whatever I felt the students
would like doing since that • since the basic purpose of the course was to pacify - make
the students happy. More than actually teach English and most of the students, most not
all, most of the students were really very interested in learning about computers and
learning English at the same time. They really wanted both. So, it was interesting
because the students really wanted to learn. And, basically I made up my own course as I
went along. Because in the beginning the computers weren't working.
Ql:6
You want to create a safe situation, an arena, where the students can, can if they
choose, can play with the language and work with the language, you know at their own
level, right. So, as far as computers go, they sort of get in the way because it keeps
people from talking to each other or interacting with each other. You don't have to talk.
But even just kinesethically, just movement wise. I mean you are sitting in front of even you ask students to talk to each other, just like the boob tube like the television their
eyes tend to go into the screen all the time. Even if there is nothing there.
Q2:l
And I think that it's extremely important they learn to read what is on line with a
critical eye. I think that it is something that has to be taught. So that's another aspect of
teaching computers.
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Q2:4i
I think what it is - it's now the buzz word. It is now the thing that everyone has to
have. You have to have computer rooms and everything has to be computer, computer,
computer. Of course this makes it a hell of a lot of money for some companies. You
know. You can't really have a self-respecting university now unless you have all these
computer courses. But this is what - this is what people have been told that they need.
You know. Does it change the educational system? Not really. I think it just now say
twenty years ago to have a good university you had to have a lot of foreign teachers and a
lot of English and German courses and other languages courses and this attracted the
students to it. Now, computers attract the students to the university this way. But I think
the ends of education in Japan haven't changed very much. At least not consciously by
the people that run it. I think the ends that the students are looking for are changing,
yeah. There are some changes happening in what the students want from education that
1 have noticed.
Q2:4ii
The past couple of years I have had more and more students tell me that they
really want to learn something that is useful. That they can use to support themselves
af^er they get out of school. Because they -1 think it used to be just a fear or sort of
feeling of discomfort that they knew the system of lifetime employment was breaking
down or it has broken down. And now they know that there's not going to be - many
students know that there isn't going to be just a job to walk into when they leave. That
they are going to have to sell themselves and sell their skills at some level in the future.
And so, they are not getting - they are not learning things at university that are going to
help them get a job. Learning the skills at university that are going to help them get a job
in the new world that they are entering.
Q2:7
Learning computers in any language is useful because that's the future and you
are not going to be able to get a job anywhere in a few years unless you are computer
literate. So, the computer literacy, itself, is extremely important but that does not mean in
English necessarily.
Q2:8
Because I think language learning is a community based - communal thing.
Now, you can't learn it - it is difficult to learn it in isolation. And computers are isolating.
In a sense it is isolating.

282

Appendix A.3
Ql:4i

That I think is - is excellent in some ways and - but I am pretty relieved to leave
the room at the end of the day. I think there - thinking about the negative things first of
all. I find it hard to get a real feeling of familiarity with the students. They have all got a
computer screen, even though it is thin, sticking up in front of their faces and they are
basically interacting or writing to that computer rather than with another student or with
me. So, it is if the 30 students in there are all writing to this - well to this computer, to
this other - another person and not to me or to the other students. That is one thing. Also
I think we just have problems with the heat that is generated in those rooms and the
control of the heat. It is an environment in which I get headaches and presumably from,
one it being so hot, and two 1 think just looking at the computer screens the whole time.
Ql:4ii

Big headache. Yeah. And 1 don't think that I am particularly susceptible to colds
or illnesses and every week without fail I come out of there with a splitting headache.
Yeah, yeah. But I wish they could have somehow incorporated the - well from the point
of view of getting to know the students better, and having more of a feel for what is going
on and being able to see and monitor what all of the students are doing. Had the screens
been inlaid within the desks you could actually see them all and see what they are doing.

Ql:4iii
Yeah, but I still think that if you're trying to pull up 30 individual bits of work
you still don't really get a feel. 1 just don't think that basically the use of computers if
everybody is working away to a computer then you lose the sense of - of human contact.
Ql:6
1 think that - I think a lot of things that people are using computers for now are
probably still hit and miss. And I think also for people that aren't -1am a skeptic when
it comes to computers and their use. I think they can be used very, very well but I think
that they also can be used very, very badly. And I think one danger is if you are a
computer lover that you will think that yeah this is great and you can use it for
everything. And it is not adapted - yeah, not adapted well in some cases I am sure for
second language learners. But, huge potential is I suppose the bottom line for it and as a
motivational factor as well for the students. I mean they are seeing something real and
something which most people can find something on the internet for example that will get
them going and get them interested.
Ql;7
1 feel as if I can probably solve the problems or two-thirds of the problems or
perhaps even 80% of the problems that students are having, technical ones, but if is goes
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beyond a certain stage, I can't help them. That I think is a problem. And 1 think it is a
problem that - it is tough especially if you have a problem whereby you get students who
produced something on computer screen or on disc and you get a problem with the disc
or get a problem with the computer.
Q. ^at do you do in those cases?
A. I call for help. Yeah, and luckily at [name of university] they have the system
whereby they have the people there to help out. Although I only have them in one of the
two classes. So they've got -1 basically run to [name of individual]. I haven't had too
many problems or I tell the student to go up and ask the people in the computer lab there
for help. But the danger does remain that somebody could have their - their work totally
wiped out through no fault of their own. That's a fear and it doesn't happen very of^en.
Q2:li
Within the computer classroom, yeah 1 think there can be a sort of like a headsdown mentality for students when they do go into a computer classroom. It's sort of -1
think their use of computers themselves whether at home or wherever else it is an
experience between the student and the computer. And I think that has negative effects.
So perhaps some people will go into a computer classroom with a sort of a heads down,
this is going to be between me and the computer kind of thing as opposed to being any
kind of interactive experience with other human beings.
Q:2;lii
And, but I do think there is a place for computer classes and certainly for
computer competency whether that needs to be within the English language arena or
whether that can be taught elsewhere, I don't know. People need to be able to use
computers.

Q2:6
But I think if you can - if you are a good computer user - and if you have
knowledge of - lets say if you are working within the EFL field and you have EFL
qualification and you have your special field in whatever it maybe, perhaps EFL or
perhaps some other area lets say politics or something but you also have an EFL
background. And you came down to a position whereby you are going for a job and two
very similar candidates are going for the job but one has expertise in computers. I think
that person would stand a very good chance of getting the job because that person can be
very, very usefiil. There are a lot of people who are competent with computers but there
are not so many people around who are experts. I think that would be a lovely position to
be in. To be an expert. Understanding. To be able to be able to program, to be able to fix
problems, to being able to install various types of sofhvare and know exactly what you
are doing with computers. It would be fantastic for any organization basically and
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computers - universities are no different. So, in that way I think you have got an edge in
the EFL world.
Q2:8
It's - that is one reason why I then don't stay at my computer and even if I could
manipulate the computer brilliantly to be able to check what people are doing I think - it
would be difficult to check in a large class what everyone's doing all the time which is
basically why I like to move around. It's let's them know that one I am interested in
them and therefore the work that they are doing and therefore they ought to be doing that
work. I don't like it if I see them doing - sending a sneaky e-mail when they should be
doing something else. I'll tell them, do that later. You are now doing this. Yeah, that
does, it annoys me. I think that it does get a little bit different if you are at a stage
whereby they've perhaps finished a certain piece of work and if they are particularly
quick, lets say and you are down to the last Ave minutes of class I think that is fine but
only if they are not disrupting other people. I don't see that as being a problem. If it is a
big chunk of the class then yeah, I think there are other ways of dealing with it. I think
you can get them to use the computers in other - in more useful ways for - in the way
they are supposed to be using it - if it is a class in English. English writing they could
be, I don't know, looking at something on the Internet that will be useful for the next
class or whatever. There are plenty of things on the Net. Or there's a good set of quizzes
that are up there from one of the universities in Japan. It has an excellent set of quizzes at
levels - you can give them the web sites and say, go in there and have a go at that. It is
kind of fun and they could use the time more valuably. So, yeah that is a problem, and it
is a problem whereby you have got to be able to monitor, which is why I think there is a
good case for moving around a lot rather than just sitting at your terminal.

Appendix A.4
Ql:4
I would probably, in all my writing, say classes computer classrooms because of I prefer to think of the computer room as a classroom. However, I must say when
considering I think the main office here calls them labs. So, when I ask for it I ask for the
computer lab because that would confuse them. But when I am writing and when I am
thinking about it, I don't think of it as a lab at all. I think of it as a classroom. What can
we do in this classroom? So, I have always thought of it as a classroom.
Ql:7
I think I have become - I have clearly turned from a more - when I started off
teaching twenty years ago I was clearly a - my classroom was clearly a teacher centered
classroom. I was the one imparting all knowledge. I was very conscious of that and I
was very controlling, I believe. In my first years in particular. I felt that was expected of
me. Perhaps because I was a new teacher and didn't have a whole lot of studies behind
me either that I felt a little more insecure or - and I wanted that power and I was there.

285

Now, as I have grown older, I have[academic qualification] I felt I definitely changed my
style. Like I did a whole flip flop and become much more of a student centered
classroom, in this computer mediated classroom where clearly the power, you know - any
student can ask a question and it can pop up at any time so you don't have that control.
Q2:li

And as well some people I think will interpret CALL simply as the drill programs
that they have seen. So they see computer assisted language learning in a very narrow
light. The only experience that they have had with computers has been with the drill
programs. And so love or hate is all they know. In other words, they either hate those
drill programs or they love those drill programs but that is it. They have a very narrow
vision of that. And I really dislike that because I feel the vision of computers and
computer mediated communications is a very wide vision as I mentioned earlier. My
vision is to link up whole classrooms with people. But most of the vision is either the
drill programs or the looking for something on the World Wide Web or using it for
research. And by having that really narrow vision it is a problem because I think a lot of
people just say well that is all that it is good for. When no, it is good for a lot more, so I
dislike the fact that computers for good or for bad have this -have this picture - people
envision it as something very narrow like drill or even a little wider, but like the World
Wide Web but see it more like using a encyclopedia. So, they really don't understand
when I am talking about using it in writing, reading and you know thought provoking
things more. So it is difficult because unless you have used it in that format you really
don't get it.
Q2:lii

Because they clearly didn't get my vision, which is very different from theirs. So,
yeah, that is constraining. Because they said no, you have plenty of resources. See, we
have given them to you and they are not the resources that I need nor which I requested.
But they believe that those are the correct resources. So, then it is thrown back to me to
educate the people about what I do. So, I really need to expose them to more. I need to,
you know, invite more teachers into my classroom, to show them what I am doing and
how it is different than what other people have been doing and perhaps how it's - it may
be different than anything that they have ever seen before. And so then I need to educate
them more. And when they told that you know my - wouldn't be funded then I realized
that I probably had failed in educating the professors more about what I was doing. And
I needed - if I do get the money in the future to get the software that I need, I am going to
definitely have to put forth a big push to educate more teachers about what I am doing so
they will understand that and realize this is - this is a vehicle not only for English
language but that it can be used in other fields.
Q2:4

Clearly some teachers don't like computers and if they don't use them and don't
like them, they will just totally avoid them. Some teachers just think that it is a waste of
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time and energy. That they're just a faddish thing that will pass. Clearly some teachers
don't like the freedom that I mentioned before. They like to be totally in control of the
class at all times. And so, they are not giving up that control and therefore you know
having very little effect on their classes.
Q2;7
I think it is true. I think big companies and all of that -1 think we are living this
21st century that we have just begun is even more of an information technology.
Unfortunately, I think it is becoming a have and have-nots. If you have that information
and you know how to access it, you will probably be more successful than the people
who don't have that information and can't access it.
Q2:8
And - but yes going back to that divide which I mentioned earlier are we leaving
people behind? I think we as professionals in the Held of language teaching and
professionals in CALL need to think about that. And we need to establish vehicles or
mechanisms in which we can help people out. I would say most people in developing
countries would love to have some computers in their schools. Would love to have - but
usually they need some help getting that done.

Appendix A.5
QI:5i
What I try to do is to use a lot with - what 1 try to build into the program, the
software that I am using is a awareness of on form, [short gap in recording] Also giving
the user as much control over their own learning as much as possible without wiping the
instructor out of the picture.
Ql;5ii
I think that - that's bad software. I think that what is going to happen - or what
the tendency is to make software completely independent. So you have one computer,
one -one individual, one student and they are independent and that environment is
independent. I think that is a mistake. I think that is the natural tendency. And perhaps
in terms of economics, probably that is a good way to go because you can sell it in the
university and you can sell it to the home market as well. But I think that when you make
a piece of software like that you soon find, you know, what do you do? What does the
instructor do? Just walks around the room and makes sure that everybody is there. Or
you know - well we can talk about that. I feel that in the initial stages that is what I did.
And I found that all I did was teach people how to use the computers and watch them go.
And you soon find that you take on a different relationship with the students. The
students take on - see you in a different way. You become more of a control mechanism
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rather than an instructor. They don't - they don't need you to learn. They just need you need you to take the attendance and tell them how to get Ql:5iii
It is kind of what, of a paradigm - the way we work with computers. I think that
that's the really important thing that you have to see as you design software, is that what
you are really doing is working how we - what are our concepts about the way we work
with computers are. What are the concepts that we bring to the classroom, bring to the
computer. So, one of the things that I have seen is that you know the student and the
computer are - kind of like - there's kind of like a sanctity involved in that. And we as
instructors or other students are kind of - are kept out.
Ql:5iv
1 found that when I put two students on one computer and had them work that
way, that they - that didn't work out so well. Because if you have one person and one
mouse and the other person has little to do. So that's is the way the computer is set up. If
you had two mouse, two mice for one computer it would be an interesting situation but
that is not the way they're set up.
Q2:l
I think that that's the standard idea. Right, that the computer will become the
teacher. I think that is a kind of default. That the computer will become the teacher and
we as instructors are free to do other things. Like what? What I found, I didn't have time
to go around and actually take a look and see and there again when you come in and, as I
was mentioning before there is this kind of sanctity of the relationship between the person
and the computer. You are kind of interrupting them. You are kind of breaking into this
thing and most people don't like that. It's not a - they are not comfortable with you
coming in and looking at their personal thing there.
Q2:4
What I find that is kind of interesting and I am sure that you have found the same
thing. Is that you get a lot more plagiarism because you can just grab something quickly
off the Net and print it out and say it is yours or cut and paste and say you did it. On the
other hand you have much more access to information. I can just say, okay I want you to
do - to research the American, the American Indians. Come across with something about
the stereotypes of the American Indians. All of you go down to the computer lab and get
some stuff on that. Or give me a review on this movie that you found on the Internet and
compare and contrast your views to that review. Something like that, you have that
opportunity. That is tremendous in a lot of ways. So, I think you have these plus and
minus things. You have this problem with the copying of each other and other people
and you also have this opportunity to put your fingertips on information that you couldn't
have - have done as easily in the past.

288

Appendix A.6
Ql:3
Well, originally, there was as you know the Internet - about five years ago the
Internet was just sort of coming on line and there were people who knew about Internet.
And I didn't know anything. Not a thing. So, I thought I ought to know about this. So, I
started dabbling myself. Seeing what I could do. And then started to realize that it has a
lot of applications for teaching.
Ql;7
I think computer - with the Internet, the students have such a huge access to
information that they are really especially here in Japan, they are beginning to realize
how wide the world is. They really, really, truly had no idea before. Especially when
they are in the first year when they come in and they see what computers have to offer.
Wow! They are just blown away. So, I think that is really good.
Q2:l
Well, there are many things. Part of this relates to my own ego. I don't like
monitors. I don't like them sitting down separated from me. I'm -1 guess to, even
though I realize it, to some extent I fear that I am not as necessary as I was before. That
is one thing which I don't like. Another thing which I don't like a lot of what we do in the
beginning in computer classes is teaching them how to use the computer. So, that is a
real time waster and if there are problems with the computer or the system or the system
is slow, sometimes I feel that with more traditional means I might have been able to teach
them something faster. So those are some of the disadvantages. What I do like about
computers is the majority of students, Japanese anyway, seem to like them. They - all I
guess because they have been taught to be passive or receptive they are quite interested in
focusing in on this monitor.
Q2:2
So, I decided that yes - it would be totally independent study. And I wrote out the
course description and I assumed that the students would follow the course description.
But of course, the course description said that I would like you to work on some of the
four skills using the computer. You design your own research project, you come to me
and then we'll talk about it and away you will go. I will consult with you and help you.
So, - it was supposed to be independent study but developing language skills, or
developing a language skill through some sort of contact. Anyway, so in the beginning
there were 30-35 students. After the first class and I told them it was independent study,
totally independent, they could - they were firee to do what they wanted, using this, these
parameters, I was left with eight, the second class.
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Q2:4i
Here I think it is 50-50 using computers, Japanese and foreign. I don't think - I
don't think - thought we are using or we can use computers very much here just as I said
at the beginning because there aren't enough classrooms and computers to go around. So,
I don't thing that it is changing here yet.
Q. Right.
A. Not much, and as you probably know there is quite a resistance on the part of
many Japanese staff to even use computers. They don't know how to use them. It is
strange.
Q2:4ii
There is the other issue of just having computer literacy skills and so I feel to
some extent as an EFL or ESL teacher here that is also a part of my job now. Because
computers are - the computer world is now and here. We are behind and so that is also
part of an EFL instructor's job, I feel now.
Q2:7i
You know it is hard to predict what we are going to be doing with these boxes in
the future. But it seems that they are here to stay and that whatever we can imagine
doing with them can be done or will be done. So, I think so. I think - even if it, even if it
actually doesn't help them in the future that much, currently the belief is that they need
them and so if they are not on the bandwagon, if they don't join, then I think at least for a
short term they are going to be disadvantaged. So, I don't really think that there is any
choice but that they learn to use computers in as many different ways as they can and not
just in our limited EFL range.
Q2:7ii
I think that computers are wonderful and we can't - obviously we can't live
without them but I think computer - the computer era right now is a lot like the
automobile industry, or any sort of luxury item or consumer item. There is a lot of hype.
There is a lot of things about computers that we don't need. We are going to - now we
are being forced to consume computer products, if our computers get, well - now
technology is moving so quickly and things are changing so much, that our computers
like this one here, this antique baby, become out of date in just a few years and so that
requires me if I want to stay in step, to keep in step, I have to shell out money. And so I
am a bit skeptical - skeptical about someone telling me that they are allowed - they are
allowed and required to reach into my pocket every couple of years for not so small
amounts of money. So, that is one thing, just from a general perspective. As I said
before, I am not convinced always that computers are the most efficient ways to teach
English. So, specifically with regard to writing. I think that certain skills can be taught
much quicker - yes computers will give you - Internet will give you a wide range of
information but conventional in the classroom, I can get far more done than in a computer
based classroom.
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Appendix A.7
Q2:li
I suppose I -1 enjoy seeing a light go on in their eyes. I enjoy seeing them enjoy
what they are doing. And, and many - for many of them, our students the computer is
still new. It's not - it hasn't been around in Japan for very long. Not at that level. We
take for granted in Western countries the use of the computer in elementary school,
primary education, primary schools but here it hasn't been that way. So they are excited
and that feeling of excitement, that - that feeling of playing with something is very
important here.
Q2:lii
It is an investment in time and energy that - that pays off basically. It pays off in
the fact that when they go the web site, or they do the research and they do the work, they
are excited. They are pleased with themselves. They consider themselves - they consider
the fact that they have done it. That they have completed the homework and that's - that
is important for them I think.
Q2:2
Absolutely. They learn definitely - they learn the skill of keyboarding which they
are going to have to have because when they get into the job market in Japan, the better
equipped they are to handle a computer. The better, the more marketable they are to the
employer. And any - any company will train you in the ways of their company, but if
you have the basic skills I think you come out better in the long run. And our students I
think fare better in the long run. And the job market is tough in Japan for them.
Q2;3
We cannot -1 don't think we can always count on our Japanese counterparts to - to
pull up the slack. I mean, there is slack there and we have to be the ones to, to - to let
them know that this is a good - it's a good thing and it isn't going to hurt the students and
it is going to make them more marketable and it is going to increase their - their
educational base. You know it's, there - it is not acceptable everywhere. We found a lot
of resistance to computers at - in the university level.
Q2;4
I don't see how in the future it's going to be - how any university worth its salt
can leave it out. I really don't. It's not - the student is going to be ill prepared for the
future in this country and forget being able to compete outside of Japan. I mean, I mean,
it is just no way. They are going to find themselves severely lacking, severely lacking.
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Q2:5
Ail you'd, all we are doing is planting the seed. Because if we plant the seed,
then between - between first period through fourth period Monday through Friday we
plant the seed. OK, hopefully what they do is they come back and they use the computer
room at the university or they get a computer at their home and they use it. And they are
not afraid of the use of the language. They are not afraid to use their English. They are
not afraid to research the web site in English. They are not afraid to speak to me. They
are not afraid to send me email in English. They are not afraid to speak to me on campus.
There is a certain amount of confidence in knowing, pardon me, that you can handle a
computer and you can get information from it. And that confidence goes a long way with
our students because they have not been held accountable. They have been taught.
They've- they have had knowledge bestowed on them. You know, they haven't had to
work for it. And you know it is not that I don't want to - to have control. I enjoy having
control of my class. I think when I use a computer, assign work on a computer I have to
relinquish control. Which is difficult but I realize through experience, through my
teaching experience that I am going to get more than I am losing.
Q2:7
And the next thing you know, you get, you know, instead of getting a full A4 size,
you get a half a page. Because they have no idea what to give you. 1 think we get so
caught up as foreign teachers on let them decide, let them choose. A lot of the times they
can't. They can't choose. All right. So what I do, I incorporate the option - their option
as a second or third choice.
Q2:8
Yeah that is a problem. That and also not staying on task. Using casino web sites
to play cards. I have had that happen at [name of university].

Appendix A.8
QI:4
It is a speaking and writing class and you know one of the buzz words in this new
department is Internet, computers. A couple buzz words like that. Digital literacy these
things. Nobody is doing anything. So, I thought, well, in my syllabus why don't I just
put in that they are going to make key pals or at least do introductions first semester and
write opinions the second semester. Because that is what they are studying. And so, I
did a lot of research and came up with what I thought were a number of good ideas that
went from easy to difficult for the students and low teacher involvement to high teacher
involvement. And I made a list of these and brought it to a meeting about the - the
syllabus or about the courses. And I started talking about this and the teachers eyes just
glazed right over and I realized, ooh that I have given them too much information or
something. It later turns out that some of them don't even have computers much less you
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know experience with email. So, I had to back-track.

Ql:6i
You know I don't think that I have really fully integrated using computers, and 1
think that you know I am still unhappy with the fact that very often students are isolated
by the computer and they very often don't work together and that bothers me.
Ql:6ii
1 think one of - one of the big problems is the monitor. And you know up in
building [name of place] we can black out their monitors. And that is one of my favorite
games to play. I just love it. But you know it is just amazing how quickly their attention
refocuses. I mean once the screen is blank there is this moment of panic and then you
know I can - can direct their attention anywhere. But with the monitor on -1 am the
same way. I - if we go into a restaurant or a bar with a TV, I usually try and sit with my
back to the TV because I am just constantly, if it's in front of me - if I have someone
sitting here, my eyes are constantly going to the TV.
Q2:li
The two things I dislike the most are, the stationary nature of the furniture. The
fact that it is very difficult to have students stand up and move around. And it is very
difficult to control the class in terms of focus and in terms of - you know if I have a group
of kids in a room especially if 1 can move the desks and chairs around, 1 have just got a
lot better control over them. I mean control in a good sense. That I can keep their
attention. 1 can keep their interest. They seem more focused but you know with those
computer banks and at least for the most part, well, it depends on the arrangement.
Q2:lii
That is one thing that I don't like. I mean - it is just very inflexible. And the other
is simply the sterile atmosphere. You know 1 mean - they just - they really - it is really
not a very warm atmosphere. 1 think -1 think it is hard for students to relax in an
atmosphere like that.
Q2:3
You have just got so much more information out. So, I think that will be one
thing. I think students attitudes I would hope that students' attitudes will change simply
because, you know, there's - the world is finally knocking on their door.
Q2:4
TI mean think about it, ten years ago, if you had to gone to the university and said
1 want 20 million yen for - for a computer room they would've laughed. They would've
said, 20 million yen, where are we going to get 20 million yen? Now they are building
these rooms right, left and center. The same at [name of university]. Now, I mean, they
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have to spend the money. It is not a question of where will we get the money or can we it is not a question of can we afford it. You know, because they have to - not only to -1
think they do a lot of it to attract students obviously. But you know they are also - you
know they are trying to keep up with the Jones', what [name] University is doing. And
again, we have got all this great stuff and Just like language labs they are under utilized.
Q2:6
Yeah. You know one of my problems is I don't like to fiddle with computers.
And you know most of the people who really love them don't mind spending three hours
fiddling with software so that it works right or fiddling with this or that. And to me that
is just -1 still view that as a waste of time. That I'm sure has prevented me fi-om
learning a lot of different stuff. And prevented me from exploring a lot of different stuff
So, you know, I can understand teachers saying I don't have time to that.
Q2:7
I think, you know, they are going to carry something away that's, that is useful.
You know they - they are going to have to use computers at work. So, and you know,
why not learn about it at university when they have the time? I mean geez if I could have
learned about computers at university, you know team how to use them and actually
worked with them at university when I had the time. I think that I would be much better
off.

Q2;8
Other ethical things. Again we talked a little bit about looking at propaganda
pages and you know it is written specifically in the [name of university] guidelines
Q. What does it say?
A. That I cannot -1cannot teach or use materials that you know glorify war or that
support prejudiced opinions, racial, racist, sexist opinions. Material that was offensive to
people.

Appendix A.9
Ql:6
You know for most of the students, computer is, how do you say, since the
students have different types of interest, how do you say, besides the computer. For me it
is a really good way of communication. You know we used to write the letters to send,
how to say, our ideas through the mail. But now so quickly we can change and make a
[inaudible] so convenient but for that purpose you know the mobile phone or the cellular
phone is really, how do you say, for the students the most valuable thing for them. The
computer is the next, maybe the third, maybe the fourth, I don't know. They don't use
fully the computer with the language at all [inaudible] with English or Japanese. That's
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fine. If closely connected means what I said like that they haven't used so much.
Ql:7
But what I mean is good students you know really take advantage of every
moment, opportunity, but most of the students, even though good machines are in front of
them, they don't want to motivate or challenge for that. So challenging is a kind of key
work for the students.
Q2:6
Yes, quite a lot. Because, you know, now the mailing list or some of the
information, we can so easily access. But before it was kind of, the formality was
forbidding us. What I mean is, if I telephone, you know, I don't want to make a call to
that, how do you say, association. But right now it's so easy to email and the answer is
so quickly got. So for the profession, it's quite improved.
Q2:7
Because, how do you say, the so-called information age. If they don't use a
computer at all, you know, some of the information is really limited. I mean the
information gathered from the computers and those from the textbooks is a kind of
different, or from the newspapers could be, might be really different. So they should
access the information through the computers so that's quite important or necessary for
the students to get access to the information.
Q2:8i
But yeah they do. Especially the other classroom. It has a huge, about 50 or 60
students' computers there. The first, the students near the instructor is OK. But the first
side, you know, most of them are doing the gambling or pornography. They are in a
different mood, the first part or the last part. That should be controlled or some
assistance should be needed.
Q2:8ii
So that is a kind of goal we should set up. If we have a certain goal, you know, I
want to make this kind of a person in the future. So, how do you say, the goal should be
of course set first and toward that goal we have to direct the students to that. But
sometimes it depends on the students, you know, every year my goal is kind of vague. I
don't know how this instruction or this classroom, how it will be connected to the
students, the future. Sometimes I'm quite lost in my mind. We should have, what kind
of person to make him in the future.
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Appendix A.10
Ql;6
Because that - it's much more, I find - the whole purpose of the computer is to be
able to individualize instruction as far as I am concerned. So, that people can spend as
much time on something as they want or they need. And so, the pace can vary and using
a computer in the classroom, flies in the face of that, because then, if it is in a classroom
then basically everybody has to be doing it at the same pace.
Q2:li
And that is essentially the same I guess with - in a computer environment too.
Except with a computer environment you basically have to have things decided more in
advance I think. What they are going to do. I mean you can walk into a classroom and
decide, well, I am going to do this today because I didn't have anything else prepared.
Pull something off Copy a page out of a book and go in and use it if you want But in
the computer environment that is not usually something that you can do. The materials
the students are going to use, the software or whatever, already has to usually be there
and ready for them to use. But I think one good thing about the computer environment is
that the students can often - there can be a routine built in there and the students know
what they need to do and can go in and actually self-start without you.
Q2:lii
And then there are bells and whistles that have been added on, like the quizzes to
- on-line quizzes and so forth to check whether they have done things. But they are sort
of fun for the students. It makes it easier on the teacher since the grades are
automatically submitted. It could be that they study a lot better because of them. It could
also be that if those quizzes weren't there they wouldn't have studied at all. Because if
these were paper quizzes we probably would • probably wouldn't be giving so many of
them. Because they're hell to grade and keep track of the marks.
Q2:4
And it is hard to use it piecemeal and that is where the computer is best used for,
additional listening practice, additional this, additional that. But not as an entire course
and that is something which is hard for people to grasp. And it is also difficult to
implement. Because in [name of university ], as most, either you are in a computer
classroom or you are in a regular classroom. You don't have something where you spend
twenty minutes in the computer room and the rest of the time in a regular classroom or it
meets alternate days in a computer room or a classroom or - or the classroom is
irrelevant. Every - once the guidance is given and you have a session every couple weeks
where everyone is together - most of the students work independently. That doesn't exist
and basically the curriculum is to rigid to allow it. And - yeah I think that generally the
curriculum, or the entire mind-set of people, that everything has to be in these nice
compact courses - not courses - it has to be compartmentalized. It has to be done this
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way or that way. It is preventing anything in between from happening.
Q2:7
Well, yes, of course. I mean just the fact that they know how to turn on a
computer or use it helps their employment opportunities. And say with a [name of] class
that is one of the things that I tell them right away. Is we are going to learn spreadsheets
in this class for example so when you go out for your interviews and they say can you do
[Japanese for spreadsheet] tell them yes. Because they are asked that sort of thing. How
much their ability to look for English pages or, you know, operate in an English
environment with a computer is going to help them, I don't know. But definitely
companies expect the - their new employees to be able to use a computer these days.
Q2:8
Ethical issues. Well, there is a copyright issue of course. With - well, students
not just borrowing stuff, but also other people stealing my own students' stuff

Appendix A.11
Q2:li
Just I don't like all that electricity, all that kind of crap that comes up the back of
them. I mean I can't say I personally feel bad when I walk out of a computer room but I
don't feel so good. And I think a lot of these new buildings we are in - it is not just the
computers. It is all the paint and the all the stuff. I don't -1 feel a little bit -1 try to keep
windows open. I worked for a year out there and everybody always had everything so
shuttered down with special blinds. So I finally realized, I am opening up the blinds. I
am going to open up the windows and we're going to kick some of this bad air out of
here. I put the kids in charge of doing it and that has made that a lot nicer. So sometimes
the physical environment of computer rooms is -1 don't like it as much as a regular
classroom.
Q2:lii
It just keeps students engaged because they are not either bored because it is too
easy or bothered because it is too difficult. And so they are there for it more. I like that.
As far as the writing class goes, I mean you have the - perhaps you have the - using a
computer is tangible skill. And one that students probably see as very useful to their
future. So, it is combining this other skill, language learning skills with something - with
a new skill. The computer is a new and useful creature and so it adds that technological
kind of - kind of, little bit of glamour, something fiin and interesting and also something
that they are actually going to start from zero with.
Q2:3i
But, just thinking about it is - that although we are using computers as teachers,
and maybe it is one of your questions to come, what do we have to be careful of, what do
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we have to be aware of? And I think, you know, the kind of potential isolating effect of
the computer and also, you know, the tendency for kids to overdo it. And that as a
teacher one of the things that you have to do, is to make sure that the class stays
interactive.
Q2:3ii
But I noticed at the end, some of them were looking kind of - they were a little
ragged. It's like, an hour and fifteen minutes - it is a little bit long. So that is the other
thing I think - is that even you and me we are probably at the computer longer than we
should be. And so one of the kind of things that we have to watch out for is not only the
lack of interaction but also just getting tired out and overdoing it. Making the class a
little bit more [inaudible] > I am computer sick he said at the end of the class. 1 realized
then, an hour and a half, an hour and twenty minutes is a little bit too long. Better for that
intense, kind of looking-at-the-screen kind of thing, an hour is better and do something
else first.

Appendix A.12
Ql:4
It's better to explain in a regular classroom because when - once we are in a
computer room, students usually don't listen to the teacher. They just want to do
something with the computer. So I decided to give instruction before we go into the
computer room. That way, students can concentrate. And I have a problem that
sometimes they just do something else rather than doing the assignment I gave to my
students. So I want to fmish the instruction before we go into the computer room.
Ql:6
Using computers, students usually become more independent. And I found that
even if I tried very hard in a regular classroom, I think, OK, you should use the
dictionary, you should check the things by yourself, students usually don't do that. But in
a computer room, if I assign something just to write a simple essay, they start to use
dictionaries, they start to ask me questions while writing using computers. So I thought
maybe in the computer room, they can leam by actually working on something by
themselves. So they become much more independent and also much more active. But
actually I think you have to give a good subject to -1 mean a good topic, to work on. I
think that's probably the reason I use computers.
Q2:li
What I don't like about computers, especially after the computers were
networked, the students can do a lot of things with computers. That means, even if I want
them to concentrate on what they are doing, they just go to other activities, like they're
starting to read the email from their fnends, or they play games, and they go on to
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different web sites and so forth. Its' that you have to be very careful, you don't want to
control your students, but you have to be very careful about what your students
are doing in the computer room. I think it's very easy for them to go into other areas.
Q2;lii
You usually have technical problems. Then as a teacher, you spend a lot of time
just trying to solve the problems, talking with technical staff, experts, and so forth. And
also students seem to take more time. In a regular classroom, you can just concentrate on
writing or speaking, listening, but in a computer classroom, students use their time for
other things.
Q2:7
1 think especially, OK, I said it doesn't matter if you have a computer to teach or
learn language. But the social skills, I don't know, job-related skills, computers are very
important for them, like if they should know how to use word processors or spreadsheet
application software, plus, yeah I think the job related. I think they need to - they should
have the knowledge of computer skills.
Q2:8i
When you used the networked computers, you never know what happens.
Because when they participate in an email discussion, they may get a letter from someone
who they don't know and someone who probably wants to be a friend with a particular
student In that case, the teacher must warn the student, don't become personally
involved beforehand and so forth
Q2:8ii
I usually warn in the beginning, you may get an email which is not very nice or
which you don't like to answer, then you just don't answer.

Appendix A.13
Q l:4i
And we did mostly - we used the interchange portion of that sofhvare, which is is a local area network kind of chat type of program. And the students were pretty
interested in it. They -1 felt that it helped in a sense that it was filter between me and
students. So, they were able to be a little more relaxed and they didn't feel the pressure of
being called on in class to - to perform as much. So some students were really very kind
of passive. And they did a lot of reading I think, about -as far as the conversations were
going, and other students were more active in - in participating in the conversation, in the
chat.
Ql;4ii
I am interested in self access, especially because I think that is the biggest
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potential for CALL or WALL if you will whatever, for computers in language education,
I think that students can - can use computers themselves. So kind of, helping students to
learn about how to use computers and how to use them in a self-access fashion, has been
- it's basically my main focus. And just to add one other thing. We do use the Power
Point software for presentations in our study abroad class. So, that is another area that I
have used computers before. Students do a presentation after their two-month study
abroad program - two-month or one-month - we have three programs, one-month, twomonths and one-year program. After all the programs, when the students come back they
are expected to give a presentation. And helping the students prepare for the presentation
is one of my jobs. And we find that the Power Point - it's kind of - it's - a lot of it is
kind of gimmick - but it does give the students more motivation if preparing the
presentations and it does look pretty, pretty snazzy up on the big screen. So, it helps to
keep the audience's attention a little more.
Ql:7
So you are wasting time a lot of times - you thought you had everything set up, it
was yesterday and now today it is not working. And I think that a lot of changes in my
teaching style unfortunately is sacrificing a lot of pedagogy time for dealing with
technical difficulties. So, I think in some ways a regular classroom, a traditional
classroom environment is, if you will, more efficient in other words you can spend more
time on task, in many cases, which I think is one of the negative aspects of computers in
language education. But again, the reason that I put up with a lot of the technical
problems and don't just throw my hands up and say, Ahh, let's forget computers and
language education is that I think there is a lot of potential.
Q2:l
The things I like about a computer - teaching in a computer classroom is that I
think it does, it is - there is a gimmick aspect to computers and I think students are
attracted to computers. I mean - and I hope it kind of changes their perception of what
language education is. Because a lot of students in Japan have basically pretty negative
feelings about the language classroom per se. And when you put a bunch of computers
in the classroom, the whole environment changes so there is this kind of new - new
feeling for the students. Which I think - although I say it is a gimmick, on the other
hand it can be - there can be a motivational aspect to it. One of the things I really don't
like about the computer classroom is the fact that students - each student is interacting in
a very solo fashion, with a machine and I think that can be kind of dehumanizing a little.
Also, students are kind of in their own world and so they are not really aware of teacher.
Or other students.
Q2:4i
I think, if I can make one comment, computers or technology that often students
know more about them than the teachers which should not be a problem at all. But
unfortunately there are a lot of professors, maybe this is not just in Japan but since we are
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in Japan we can talk about Japan. In Japan, a lot of professors feel threatened by this.
That there students know more than they do. So, I think this is one thing that perhaps is
slowing down computer usage in education.
Q2;4ii
And it is not just that teachers are worried that students know more about the
computers than they do. And I think there are probably a lot of teachers that are willing
to use computers or see the potential of computers in the classroom but, frankly
computers take a lot of work to manage in my experience anyway. And I think many
teachers realize that. And it is a lot more work and teachers are overworked as it is. I
think. Perhaps it's just - could be a lot of not necessarily an active resistance but just not
wanting to get ~ you know - having to spend all their time trouble shooting machines.
And in that sense maybe, traditional classrooms are in some ways a lot better.

Appendix A.14
Ql:3i
My first computer was a Macintosh and I didn't have a - a clear reason to - to use
a computer other than the fact that I thought I would be getting behind if I didn't start
using one. And I certainly had no intention at the time I bought the computer to use it in
my teaching and to use it for CALL. I mostly wanted to use it for my own organizational
purposes. And I found myself getting more and more interested in the potential for
computers.
Ql:3ii
Yeah, when I first started using it in my teaching I was -1 was not a very
experienced user myself and felt - felt like, what am I doing? Who am I to be teaching
using computers when I know so little about them myself? But in hindsight, I can see
that was a good thing to do. I see colleagues who I know, who are - especially Japanese
colleagues, and well one foreign as well, who are very reluctant to use computers in their
teaching. But I think if I didn't throw myself into the deep end, I wouldn't have gotten to
the level that I am now with computers. Now, I feel completely confident in - in
teaching computers, even using operating systems and software that I am not completely
familiar with.
Ql:4i
The design for their lab. They are round tables arranged in a room with a
teacher's console that's off to the side, not centrally located. Very nice, well screen right
in the center, so where students could see what the teacher is doing on his computer. And
the computers are arranged around these circular tables with ail the wiring going into a
central hole in the table and I find the atmosphere of that room to be the best as far as
students could easily see each other, most of the computers are laptops with some IMACs
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and students could easily see over the computers and help each other out. All the chairs
are swivel chairs on wheels. So students wheel around and help out anyone who is
having a problem.
Ql:4ii
Because once students got up and running they were really reluctant to close their
computers and pay attention to what - what I was saying to them. So, that was a big
disappointment. I think it is partly the novelty of the computers with the students. They
really, really got engrossed in them. They were really learning so much about their
computers that they just couldn't do two things at the same time. They couldn't listen to
somebody lecture in English or pay attention to what was being written on the board.
Ql:4iii
Getting their attention from cell phones is a big challenge. I have the problem,
yeah, students putting their cell phones on their desks and they of course have them
turned off so that they don't ring but they still shake, or they are still getting instant
messages. So, that is one of the reasons why I want to start making use of cell phones
rather than seeing them as a bother -1 know many teachers do see them as a bother.
When I was doing some research on cell phones in education, when I put in search terms,
cells phones and language teaching, most of the things that came up were the syllabi that
teachers put on the Internet that - that made a prohibition about the use cell phones in the
class. It had nothing to do with using the cell phones as a resource. As a communication
device for language teaching.
Ql:5i
But when I first started using email for my own personal purposes and saw what a
world it opened up for me, I thought that this is something that is going to motivate
students. And I suppose the issue of motivation - that is something that I didn't mention
before - has been the biggest thing for me. And I have seen students who - the kind of
students that were not motivated in the past are getting motivated by the possibility of
exchanging with people in foreign countries, and finding out things related to their own
personal interests that they could access in English and that their world is expanding and
at the same time, they are getting exposed to language that is helping them increase their
vocabulary. And you know hopefully open other doors for them.
Ql:5ii
So, I -1 found students are usually not sinking into the computer and ignoring
what is around them. There always are some students who are like that especially the
more introverted students, very shy students. They use the computer as an excuse not to
socialize. But generally I find it brings out most students rather than makes them more,
more, what? - it doesn't space them out I find. It makes them more outgoing.
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Q2:li
Well the thing that I dislike about using the computer classrooms is really has to
do with design issues and ergonomic issues. Ironically at [name of university], in the
information science center, they have one of the worst, one of the worst-designed
classrooms among all the computer classrooms in the university. Partly because there is
no thought to the students behind monitors, who are rather in front of the computer
monitor, getting all the electromagnetic radiation from that monitor. There are no shields
or very little space for students to walk behind or in front of the computers. And almost
all the computer labs that 1 have been exposed to except that one that I was talking about
that has the round tables with the MACs arranged around them that students could look
over. Almost all of the computer labs are designed like normal classrooms in that they
have rows of computer one behind the other which make it usually very difficult for the
student to look up and see the teacher. And makes it easy for the students to ignore the
teacher, and if they want to, the people around them. So it is mostly the design of the
classrooms that I dislike. There is so much more that could be done with design that is
not being done. A simple thing like setting the monitors into the desk so that the students
could easily interact with each other and if they are doing other activities, the computers
aren't a distraction. What I would really like to see in the future is computer classrooms
that are not called computer classrooms. They are just classrooms that have happen to
have computers in them. But are used for a variety of purposes. Right now partly
because of the cost of computers they are in only a limited number of locations in schools
and you have to reserve them, make special arrangements. And because of that, the
design is less than can be desired and they tend to be single purpose classrooms. They
are not for lecturing or conversations or other things. They are just for going into and
doing serious work with - with computers. But hopefully we are getting away from that.
One nice thing about [name of university] and I think that their thinking behind this was
good, in making the classrooms - including large lecture classrooms that have the
capability of students plugging in their own laptop computers. There is the idea that the
classrooms are going to be multifunction. Students could bring in their computer and
even use them for note taking purposes, in addition to surfing the Web for content-related
to the course. But yeah.
Q2:lii
I think using computers - using computers almost by its very nature is a
multi-task kind of activity, even if the computer is not multi-tasking in the sense of
working in - doing two things in two different applications at the same time. A person
who is using the computer is ofren thinking - like retrieving something from a database
while in a word processing program and gets a message that an email just came. Maybe
that email has an attachment that is necessary to include in the word processing program
that he is working on. So if students are able to do a lot of things at the same time, work
with different applications, I am very happy with that. Of course, I do find when I'm
going around the room a student is writing an email in English, or in Japanese rather, I
know it has nothing to do with the class. In cases like that I usually don't get upset at the
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student. I just usually - my seeing them makes them feel self conscious - they will
quickly fmish up their email and get onto the task at hand. It is not something that I
worry about that much. And it hasn't been that much of a problem. Generally those
students who do that are more efficient about and get more done using the computer.
They know what they are doing. So it often means that they have finished the task that
the other students are taking a long time to complete. So, I just feel. Good, a student isn't
just staring off into space. The student is at least doing something constructive with the
time that the other students are using that they need to complete the task that this student
can do more efficiently.

Q2:4
But recently in the last few years, more administrative things have been - are
being done in using these message boards, for example, the minutes from meetings,
various committee meetings are being put on places and of course they can only be seen
by the staff who access them. But there was a lot of resistance about that at first. That's
partly because the professors who were the head of the centers, who had the highest
positions were really not very good at using computers themselves. So they were afraid
they would have to produce these documents. That they would have to make publicly
available. That also, here was also some talk about eliminating some meetings,
committee meetings and transferring that work onto the computers - not chat rooms but
message boards. But that got defeated, that never got off the ground. And again, that
again, that was because lack of computer knowledge of people who had the highest
positions, the full professors.
Q2:6
Yes, I think -1 think it is changing the profession partly because computers are
being adopted by so many teachers in the classroom. I think it is changing the way we
look at teaching. The way we structure things. Yeah. Syllabi, for example, are almost
always finding their way on the - on a web site. So maybe we are becoming more
accountable-or having to become more accountable, because students -1 think
generally lose their student guides or their syllabi that we give them. But if we - if here
is something that they can access anytime that shows them what we intend to cover, or
intended to cover, in a class that there is more accountability. But that's true -1 think that
is not only just true in language teaching but other areas as well.
Q2:7i
Yeah. I think that is one of the - the best reasons to be introducing computers
to our students. Especially early on when I was using computers, the students were not
getting much exposure, if any, except in my English classes. So, being able to use the
computer let alone to be able, to be able to - to communicate in English through it or
access and evaluate English web sites, I think is a very useful tool. And as the job market
is getting tighter and tighter I have started to introduce job hunting skills in my - into my
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classes and, for example, I have activities in which the nursing students go to headhunters
- nursing and health-care related headhunting sites in which there are qualifications for
various sorts of jobs and they can get an idea of - of how to find out about jobs and also
can see how they might shop for a job, compare the pay and the conditions, see what
qualifications. They can also make international comparisons and maybe even see that
there might be a possibility that they can work abroad. So, for vocational reasons I -1
think it is great to - to be using computers, word processor, spread sheets, database, and
spreadsheets or something that will be a part of all of their working lives.
Q2:7ii
So, as far as -1,1 think I agree with you - and I think that universities do show
much more concern about sorts of jobs that the students get afterwards. The reputations
of the universities are -1,1 think students are very practical here and they really look at
universities that place graduates in the best companies. And universities put a lot of care
into trying to get students placed in the best companies because that adds to their
reputation. Yeah, I think it is something that students expect and something that
universities try to provide and with the increased competition for students that is not
going to lessen. If anything it is going to be exacerbated. Yeah. Maybe I was influenced
by that a bit in thinking in - thinking more in vocational terms in organizing the sorts of
things that I do in my computer classes.
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Appendix B.1 (Pilot Research Interview Questions)
Interview 1
1:1 Tell me about how you became a language teacher.
a) how long
b) where
1:2 Have you had specific training as a language teacher?
1:3 What kinds of theories have you been exposed to in your training?
1:4 What do you see as your main goal as a teacher?
1:5 What do you think is your role as a teacher?
1 ;6 Do you have experience with computers?
a) how much
b) what kinds
1:7 Do you teach presently with computers?
Interview 2
2:1 Tell me about some practical experiences which have made you reflect on
teaching.
2:2 How do you think you apply theory (if at all) in teaching?
2:3 Do you think there is any connection between your use of computers and
theories of teaching?
2:4 Do you think theories of society and social changes/ information society have
had any effect on you?
Interview 3
3:1 How do you think the class went today?
a) What did you like?
b) What did you dislike?
3:2 What were the specific references to ... ?
a) homework
b) particular segments of the lesson
3:3 How did teaching in this classroom (the computer lab) influence the lesson?
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3;4 What particular things do you like/dislike about using the computer lab?
3:5 Has your style of teaching changed in the computer lab?
3:6 How has being in the computer lab affected the way you think about your
teaching?

Appendix B.2 (Research Interview Questions)
Interview Protocol
I am doing a research study on computers, Japanese universities, teachers' theory,
and change. This data is to be used for the completion of my Ph.D. study in the
Department of Language Reading and Culture at the University of Arizona in Tucson,
Arizona. It may also serve as the basis for publication in the next several years.
Advantage to you
As this material is of significant use to me, I would first like to thank you for
agreeing to participate. Second, I am willing to give you an equal amount of my time for
your research at a time that is mutually agreed on in ^ture.
Data Use
I will ensure confidentiality of the data by changing the names and places where
appropriate.
It is your right to stop the recording at any time during the interview. If, at the
end of the interview, there are sections of the interview that you would like to excise
from my written transcription, that is also your right. I will give you a final copy of the
part of the transcriptions which I use, if you would like it.
Discussion
Do you understand all of the above? Do you want any further clarification about
the purposes and uses of this interview? Do you have any questions? Do you agree to
participate? Shall we start?
(Interview Questions)
Interview Part I
1:1 Tell me about how you became a language teacher.
a) how long
b) where
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1 ;2 Have you had specific training as a language teacher?
1:3 Do you have experience with computers?
a) how much
b) what kinds
1:4 Do you teach presently with computers? What kinds of classes? What kinds of
computer facilities?
1:5 How do you think you apply theory (if at all) in your teaching?

1:6 Do you think there is any connection between your use of computers and
theories of teaching?
1:7 Has your style of teaching changed in computer classrooms?

Interview Part 2
2; 1 What particular things do you 1) like and 2) dislike about using computer
classrooms?
2:2a How does teaching EFL in computer classrooms influence the lesson and the
subject matter? 2:2b Do students learn more skills through the computer than
without it?
2:3 Do you think that computers will have any effect on the ability of students in
Japan to learn English?
2:4 Do you think computers are changing university education? How?
2:5 Does computer education help internationalize Japanese students?
2:6 Do you think the use of computers is changing EFL in Japan?
2:7 Is learning with the computer useful for students after they leave the
university?
2:8 What ethical issues (if any) have you encountered in teaching with
computers?
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